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CHAPTER I 
INTRODUCTION 
Rationale.—It should he the basic function of every school to 
provide pupils with experiences that will enable them to understand and 
to enjoy their environment. Two subjects which are fundamental in providing 
such experiences are reading and arithmetic; unquestionably, they are 
vital parts of the every day living of pupils. 
The ability to read and to count begins long before a child enters 
school. There are many signs and expressions that are a part of his 
early experiences and later contribute to the total program. Many of 
these concepts are learned before a child is able to talk. Likewise, 
arithmetic learning begins very early and is very useful in helping the 
child to draw conclusions about his surroundings. He has learned that 
three are more than two long before he has learned to count. 
Since children come to school with certain definite reading and 
arithmetic experiences, it is the school's function to provide experiences 
that will facilitate growth in these phases. Because the learning and 
use of reading and arithmetic begin early in life and extend to death, 
the writer felt that there might be a relationship between these two 
abilities. There are also certain factors that are important to each 




Arithmetic is a very precise language and the basic words for this 
language should be thoroughly mastered so as to build a foundation for 
higher mathematical learning and mastery of concepts. In order for the 
pupil to gain this mastery, the teacher must begin with less precise ideas 
and step by step build the desired precise ideas. From his environment 
and stories that have been read to him, the child develops quantitative 
thinking and basic number concepts. The arithmetic should be so planned 
that the experiences will let the child learn by doing. This approach 
means that the experiences should be related to his everyday needs and 
geared to his level of maturity. The teacher should be skillful in 
guiding and giving the child every opportunity to develop skills and in¬ 
dependence. Stern1 is of the opinion that the child should learn in such 
a manner as to create a feeling of satisfaction and achievement. As the 
meaning and use of words contribute to mathematical understanding, they 
also contribute to success in reading. 
According to Bond and Tinker,2 reading involves more than ability 
to identify and recognize words, more than the ability to group words 
into thought units, more than the ability to note details and follow 
directions, and more than the ability in each of the skills and techniques; 
it demands purposeful activity. Therefore, reading programs must attain 
"^Catherine Stem, Children Discover Arithmetic, XIX (London: Harp 
Press, 19^0), p. IT. 
2Guy L. Bond and Miles A. Tinker, Reading Difficulties, Their 
Diagnosis and Corrections (New York: Macmillian Company, 1957). 
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for every child a number of specific goals: 
1. Reading enables a person to be more critical. He can at any 
time stop and reflect upon what has been or is being read. This encourages 
more rigorous thinking about a given subject. 
2. The reader can organize more effectively the contributions from 
many sources. What other authorities assert can be determined by con¬ 
sulting books and other related reading matter. 
3* Reading permits adjustment to individual needs and understandings. 
Books can be chosen to help solve problems or satisfy interest. 
Similarly, many authorities consider the possibilities of arithmetic. 
Hollister and Gunderson1 state that: 
At all levels of arithmetic teaching, the instructor 
needs to encourage children to think for themselves and, 
in this way, to discover concepts, facts, and generaliza¬ 
tions. By helping the children to discover interesting 
facts about the history and use of numbers, the teacher 
can enrich the program and add to the overall effective¬ 
ness of the pupils' experiences with numbers. An in¬ 
terest in what numbers are and how to use them can be 
engendered by the skillful teacher. This involves guiding 
and helping the child to understand values and meanings so 
that he becomes thoroughly familiar with numberical 
functions. The successful arithmetic teacher instills 
interest, familiarity, and confidence in working with 
numbers. 
The arithmetic program must attain for the child some specific goals: 
1. Arithmetic helps pupils to think quantitatively. 
2. Arithmetic enables pupils to function in our social world. 
3. Arithmetic helps the pupils to see relationships. 
The writer felt that if her problem were investigated in an organized 
•^George E. Hollister and Agnes G. Gunderson, Teaching Arithmetic in 
Grades I and II (Laramie, 1954), P» 5« 
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research project, the results obtained would be of additional value to 
the body of research already completed in this area, as well as of 
assistance to herself and her colleagues in becoming more proficient as 
teachers of arithmetic and reading. 
Evolution of the Problem.—For a number of years the Bibb County 
system has been interested in the relationship of the reading ability to 
arithmetic ability of the pupils of Bibb County. It has been found that 
some pupils who seemingly read well are unable to solve simple word 
problems. However, it was also found that some of the slower readers 
were able to solve the same problems, if they were read to them. The 
most important factor revealed from tests and observations was that those 
pupils who read well silently were able to do better problem solving in 
oral and written material than those who just read orally. 
Observation and experience as a second grade teacher, and information 
from courses in reading and arithmetic led the writer to become interested 
in a study of comparative relationship between reading ability and arith¬ 
metic ability of a second grade class, for the purpose of drawing impli¬ 
cations pertinent to their growth in both areas. 
Contribution to Educational Knowledge.—It was hoped that the 
findings of this study would be of value to the administration and teachers 
of Bibb County, Macon, Georgia, in: (a) improving reading and arithmetic 
instruction for pupils of varied abilities and needs, (b) developing skill 
in silent as well as oral reading, and (c) indicating steps to be taken 
by personnel to improve the quality of their teaching. 
Statement of the Problem.—The problem involved in this study was to 
ascertain the relationship between reading ability and arithmetic ability 
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of a second grade class of the Ada J. Banks Elementary School, Bibb 
County, Macon, Georgia, in order to find means of improving instruction 
in both areas. 
Definition of Terms.—The terms pertinent to this study were defined 
as follows: 
1. "Reading Ability" referred to the reading level at which 
a pupil is able to apply reading skills to printed material. 
2. "Arithmetic Ability" referred to the level of numerical 
understanding a pupil is able to apply to oral and written 
reasoning and computational situations. 
3. "Numerical Concept" referred to the degree of understanding 
a pupil to situations showing the relationship between size, 
distance and time. 
Purposes of the Study.—The purposes of this study were as follows: 
1. To determine the mean status of pupils in the following areas: 
silent reading arithmetic computation 
oral reading arithmetic reasoning 
paragraph understanding numerical concepts 
word meaning 
2. To determine the relationship of the factors of reading 
to those of arithmetic. 
3. To determine the extent of differences between and among 
the related factors of reading and arithmetic. 
4. To draw implications from the findings which might be 
basic to the improvement of the reading and arithmetic 
program in the second grade. 
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Description of Subjects and Locale of Study.—The subjects included 
in this study were thirty second grade boys and girls of the Ada J. Banks 
Elementary School, Bibb County, Macon, Georgia. Of the thirty pupils, 
twenty-two were boys and eight were girls. The average age of the group 
was seven years, although there were members from five years, six months 
to nine years and two months. Two thirds of the class was average or about. 
Four were performing on third and fourth grade levels of achievement. One 
third of the class fell below second grade level. There were four low first 
grade level performers. Although there were two pupils promoted to second 
grade because of age, the writer felt that lack of readiness was the 
influencing factor in the retardation of the slow pupils. 
The school is located in an industrial area. Both parents of many 
of the children work daily. About one half of the pupils have one or 
both parents that have completed High School. No parents have been to 
college. Most pupils attend Sunday School and movies. Four fifths of 
them have radios, televisions, and telephones. The class enjoyed the 
reading corners, and the bulletin board. Most members were interested 
in story telling and acting. 
Description of Instruments.—The instruments were: (l) Gilmore 
Oral Reading Test by John V. Gilmore, (2) Stanford Achievement Primary 
Test, Battery J, World Book Company, and (3) A Teacher-made test of 
numerical concepts. 
The Gilmore Oral Reading Test provides a means of analyzing the 
oral reading performance of pupils in grades one through eight. The 
test provides for accuracy of oral reading and comprehension of material 
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read. There are two equivalent forms, A and B. Each form comprises ten 
oral reading paragraphs which form a continuous story, and an illustra¬ 
tion of characters and events in the paragraphs. Accurate recording of 
errors made at various levels will indicate faulty pronunciation, sub¬ 
stitution, habitual disregard of punctuation, insertion, repetitions and 
omissions. 
In general, evidences of validity of a test of this type include 
descriptions of the manner in which the test was constructed and statis¬ 
tical evidence of the way in which the test actually functions. One 
method of obtaining statistical evidence of the validity of a test of this 
type involves a comparison of scores on the test with those obtained 
from other oral reading tests. To obtain such data the Gilmore Oral 
Reading Test, the Standardized Oral Reading Paragraphs by Gray, and the 
oral reading test from the Durrell Analysis of Reading Difficulty were 
administered to 2k pupils of the same age in Grade 5- 
Evidence of the reliability of the preliminary edition of the 
Gilmore Oral Reading Test was obtained by administering both Forms A and 
B to groups of pupils of the same age in Grades 2, 5, and 7, one half 
taking Form A first, the other half, Form B first. 
As estimate of the reliability of the rate score was obtained by 
correlating the rate scores on the two middle paragraphs read by the 
142 grade 5 pupils in the standardization population who took Form A. 
The resulting correlation coefficient was then corrected by the Spearman- 
Brown prophecy formula to obtain a reliability coefficient for a five- 
paragraph test, the median number of paragraphs read by the 5th grade 
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group. 
The Stanford Achievement test is divided into five parts: paragraph 
meaning, word meaning, spelling, arithmetic reasoning and arithmetic 
computation. The test has directions for administering, scoring to find 
grade placement of pupils in the various areas. 
The Primary Battery includes tests of reading, arithmetic, and 
spelling, the three abilities which greatest attention is devoted in the 
instructional program of the primary grades. Reading is measured by 
means of two tests, a Paragraph Meaning and a Word Meaning test. Arithme¬ 
tic is measured by means of two tests, arithmetic reasoning and arithmetic 
computation. Spelling is measured by means of a single dictation-type 
test. The suitability of this battery for use at the end of the first 
grade in any given school system depends on the instructional program 
that prevails. In systems in which little formal instruction in these 
areas is offered in the first grade it may be desirable to defer achieve¬ 
ment testing until the second grade. The abilities covered are universally 
developed in the second grade and the content is most appropriate for 
second-grade pupils. This battery may also be used with beginning-third- 
grade pupils in systems where fall testing is preferred. 
The tests are apparently more reliable at the second-grade level 
than at the first, which is entirely consistent with the greater vari¬ 
ability of scores at the second-grade level, and with the fact that the 
difficulty level is more appropriate for second-grade pupils. At the 
first grade, reliability of the Word Meaning Test and the Arithmetic 
Reasoning Test is such that scores on these tests for individual pupils 
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in Grade 1 should be interpreted with particular caution. In the second 
grade, the Arithmetic Reasoning Test is the least reliable, again pre¬ 
sumably because of the relatively small variability in score at this 
grade level. In general, the reliability coefficients indicate that the 
tests are yielding results of satisfactory dependability and consistency. 
The teacher-made test was constructed and administered by the 
teacher to ascertain the conceptions the children had about such things 
as time, measure, and distance. Elements selected for each of these 
were on the level of second grade pupils. There were 20 items on this 
test. 
Method of Research and Procedure.—This study employed the Descrip¬ 
tive Survey Method of Research. The data were gathered, described and 
presented as illustrated in the following operational steps: 
1. Review of related literature. 
2. Assembling of data and presenting of findings. 
3. Tabular representation of data using the range, median, 
mean, standard deviation, coefficient of correlation, 
and appropriate measures of difference. 
4. Reaching of conclusions as a result of accumulated data 
and statistical measures. 
5. Drawing of implications through an analysis of findings 
and conclusions. 
6. Making of recommendations as derived from the preceding 
steps. 
Survey of Pertinent Literature.—This review of related literature 
presents information from studies which have (l) given insight into the 
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major roles of reading and arithmetic abilities and (2) reported findings 
which have pertinence for this study, and (3) made suggestions for 
improved programs in reading and arithmetic. 
Research has shown that most pupils can, by diligent effort, in¬ 
crease their rate of reading and at the same time make gains in reading 
comprehension. Gray
1
 states, first, that silent reading could be done 
more rapidly and effectively than oral reading, that the learner compre¬ 
hended more and retained more through silent reading than oral reading, 
not to mention his time and energy savings; second, that silent and 
oral reading could be subdivided further into work-type and recreational 
reading. Third, it was revealed that reading is a complex process, made 
up of numerous component abilities and skills. Attitudes were found to 
be important qualifying factors in encouraging or inhibiting growth in 
reading, and vocabulary, always known to be important, gained added 
recognition. Fourth, the findings led to the development of standardized 
tests for evaluating a variety of factors related to word recognition and 
comprehension, which in turn, led to better understanding and better 
teaching of reading. 
Strang and Bracken,2 in their work, emphasize the idea that learning 
to read like learning to live, is a life long process; it begins at birth 
and continues into old age. Pre-school experiences are a prelude to 
William S. Gray, Summary of Investigations Relating to Reading, 
Supplementary Educational Monographs, No. 28 (Chicago: University of 
Chicago Press, 1925)» 
2Ruth Strang and Dorothy K. Bracken, Making Better Readers 
New York: McGraw-Hill Book Company, Incorporated, 1957)> P« k. 
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school success. Early school experiences may contribute to later failure 
in reading and dislike for school. 
Butler1 made a comparison of the reading ability and expectancy 
levels of a group of third grade pupils and found that there was a sub¬ 
stantial relationship between silent reading and total general reading 
capacity; between reading and language factors; oral reading and paragraph 
meaning; oral reading and total reading capacity. 
In a study to determine the relationship between reading comprehen¬ 
sion and achievement in certain content areas, Cliett2 found that there 
were no significant differences between the total comprehension and the 
various components of the achievement test. Thus the conclusion was 
drawn that one could not expect any differences in total reading compre¬ 
hension and the specific content areas of the study. 
Fernald^ believes that there sure many reasons why children fail in 
number work; some of those which seem obvious are (l) mental deficiency, 
(2) reading disability, (3) lack of adequate development of number concepts, 
(4) the blocking of adjustments by ideational or habitual factors or by 
emotional responses. Children who fail for the first reason are the only 
ones who cannot develop normal skill in arithmetic under proper conditions 
1Ethel J. Butler, "A Comparison of the Ability and Expectancy Levels 
of a Group of Third Grade Pupils J! Unpublished Master's Thesis, Department 
of Education, Atlanta University, Atlanta, Georgia, 1958. 
Camilla W. Cliett, "A Study to Determine the Relationship Between 
Reading Comprehension Abilities and Achievement in Certain Content Areas,” 
Unpublished Master's Thesis, Department of Education, Atlanta University, 
Atlanta, Georgia, 1956. 
3Grace M. Feraald, Remedial Techniques in Basic School Subjects 
(New York: McGraw-Hill Book Company, Incorporated, 1943), p. 213* 
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of instruction. In other words, any child of normal intelligence possesses 
the abilities that are essential for the development of number concepts. 
Consequently, there is no such thing as a child of normal intelligence 
who cannot do arithmetic. 
Strickland'1’ points out the fact that developing number sense is 
developing vocabulary meanings. A large number of words must be learned 
as well as the number words. Words for processes and the meaning and 
significance of processes come later. Problems in arithmetic seldom call 
for only number manipulation and number knowledge. 
The child's growth in arithmetic is a part of his total development. 
Just as a child does not grow piecemeal, but gradually all over, so his 
growth in arithmetic should be a consistent and gradual process. To 
assure this growth the teacher should take such care in planning and 
presentation of numerical materials to be taught. Just as all children 
do not grow at the same rate, just as a child learns about his total 
environment by handling objects, observing things in action, talking about 
various ideas with other individuals, practicing the skills he wishes 
to learn, so it is with learning in school subjects. The textbook and 
teacher supply the materials and some of the know how; the child does 
the learning for himself. The work of the textbook and teacher is to 
develop learning ability. Both have failed if the child remains unable 
to solve problems within his range of ability independently of the 
■^Ruth G. Strickland, The Language Arts in the Elementary School 
Boston: D. C. Heath and Company, 1957) • 
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textbook and teacher. The child must know how and when to do certain 
arithmetic processes. He should have confidence in his ability to handle 
quantitative situations and to achieve satisfaction from using his 
ability. 
Arithmetic is a system of ideas and must be taught and learned as 
such. Behind every lesson should be careful consideration of what ideas 
children must bring to the lesson in order to understand. Basic under¬ 
standings, broad generalizations and interrelations among various concepts 
in arithmetic should receive paramount attention. 
Hollister and Gunderson1 are of the opinion that the task of teach¬ 
ing children to be at home in a world of numbers can be an exciting 
challenge to a teacher’s capabilities. With skill and understanding, she 
can lead the children to a knowledge of numbers and to an ability to use 
them. Many children in the formal schoolroom situation have found numbers 
to be a frustrating experience. The skillful teacher, through careful 
planning of the readiness program and the developmental sequence of ideas 
and processes, can avoid these frustrations for the child. She substitutes 
understanding and interest for rate performance. Watching children de¬ 
velop confidence in their ability to work with numbers is a satisfactory 
achievement enjoyed by the successful teacher. 
Wrightstone and Fisbein^ embrace the philosophy that a person cannot 
■^Hollister and Gunderson, op clt., p. 5* 
^J. Wayne Wrightstone and Lillian K. Fisbein, Learning to Use 
Arithmetic, Teachers' Ed., No. 6 (Boston: D. C. Heath and Company, 1958)# 
p. ii. 
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be happy and useful unless he possesses in certain essential areas a 
level of competence with number relations is essential for every one, 
beginning at a very early age and continuing throughout life. Children 
of elementary school age must know how to count, how to measure, and how 
to use number symbols with a degree of skill which grows as the children 
grow. These are the basic ingredients of quantitative thinking; and 
power to do quantitative thinking, that is, power to think through 
problem situations involving number, is the overall objective in learning 
arithmetic. 
Since arithmetic should be learned in an orderly manner, it is 
wise to plan for such learning. Brueckner and Grossnickle, make the 
following statement about planning: 
Arithmetic instruction in the primary grades should 
proceed on a systematic, planned basis. From the 
beginning, the children should participate under 
teacher guidance in well selected activities which 
will show them how arithmetic functions in their 
daily lives. In these experiences the work 
should be so conducted that the mathematical 
and social phases of arithmetic are both fully 
developed.1 
Summary of Related Literature.—The related literature pertinent to 
this problem inherent in this study has been condensed and presented in 
the following statements: 
1. Children's interests and activities are avenues by which 
the teaching of reading and arithmetic can be enhanced. 
1Leo J. Brueckner and Foster E. Grossnickle, Making Arithmetic 
Meaningful (Philadelphia: The J. C. Winston Company, 1953)- 
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2. Effective use of the standardized test, teacher-made 
test, and observation are best measures and techniques 
for estimating a child's true ability. 
3. Adequate interpretation of tests is essential for best 
results. 
4. It is important to ascertain the areas in which a child 
needs help, if his pattern of growth is to be guided 
effectively. 
5. Reading and arithmetic experiences are closely related 
to the everyday problems of children. 
6. All schools should develop reading and arithmetic 
programs to include basic activities which will enrich 
experiences, facilitate adjustment, and at the same 
time, foster development of certain activities upon 
which success in arithmetic and reading depends. 
CHAPTER II 
PRESENTATION AND ANALYSIS OF DATA 
The data for the purposes of this research, as obtained through 
the administration of the Gilmore Oral Reading Test, the Stanford 
Achievement Test, and the Teacher-Made Number Concepts Test, were 
treated statistically and are presented in proper tables, analyzed and 
interpreted in this chapter. 
The requisite data for the comparison of reading and arithmetic 
for the thirty second grade subjects of this study were collected and 
organized under the following captions: 
1. The Distribution of Grade-Placements for the Oral 
Reading Test and Achievement Test. 
2. The Distribution of Raw-Scores for the Teacher-Made 
Test. 
3. The Correlations Among Components of the Oral Reading, 
Achievement, and Teacher-Made Tests. 
k. The Significant Differences Between Correlation 
Coefficients for Components of the Three Tests. 
The criteria of the reliability of the statistics were (a) the signi¬ 
ficance of the "r's" obtained was set at the index of three times the 
standard error of the "r", and (b) Fisher's "t" test of significant 
differences between the "r's" with 5^ degrees of freedom at the one per 
16 
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cent level of confidence, with a value of 2.58. 
Basic Data on the Gilmore Oral Reading Test, The Stanford Achieve¬ 
ment Test, and the Teacher-Made Number Concepts Test 
This section of the report of the research will present the data 
descriptive of the performances of the group on the three tests together 
with the measures of central tendency, variability, reliability, and 
"norms" for the respective components of the tests. The presentations 
of these data are found in Tables 1 through 10. 
Distribution of Grade Placements on the Accuracy Component of the 
Gilmore Oral Reading Test.—The data on the accuracy component of the 
Gilmore Oral Reading Test obtained by the thirty second grade pupils 
are presented in Table 1, page 18. 
The grade-placement on the accuracy component ranged from a low of 
1.0 to a high of 4.5, with a mean of 2.38, a median of 2.53, a standard 
deviation of 1.01, and a standard error of the mean of .19. Further, Table 
1 shows that 13 or 43-32 per cent of the pupils scored above the mean, 12 
or 40.00 per cent scored below the mean, and 5 or 16.67 per cent scored 
within the mean class-interval. The mean grade-placement of 2.38 indi¬ 
cated a performance rating of average for the group on the component 
of accuracy. 
Distribution of Grade-Placements on the Comprehension Component of 
the Gilmore Oral Reading Test.—The data on the comprehension component 
of the Gilmore Oral Reading Test as obtained by the thirty second grade 
pupils are presented in Table 2, page 19* 
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TABLE 1 
DISTRIBUTION OF THE GRADE-PLACEMENTS ON THE ACCURACY COMPONENT OF THE 
GIIMORE ORAL READING TEST AS OBTAINED BY THE THIRTY SECOND GRADE 
PUPILS 
Scores Number Per Cent 
4.5-4.7 
1 3.33 
4.2-4.4 0 0.00 
3.9-4.1 1 3.33 
3.6-3.8 2 6.67 
3.3-3.5 1 3-33 
3-0-3.2 4 13.33 
2.7-2.9 4 13.33 
2.4-2.6 5 16.67 
2.1-2.3 1 3.33 
1.8-2.0 2 6.67 
1.5-1-7 0 0.00 
1.2-1.4 3 10.00 
.9-1.1 6 20.00 








DISTRIBUTION OF THE GRADE-PLACEMENTS ON THE COMPREHENSION COMPONENT OF 
THE GIIMORE ORAL READING TEST AS OBTAINED BY THE THIRTY SECOND GRADE 
PUPILS 
Scores Number Per Cent 
3-2-3.3 1 3-33 
3-0-3.1 1 3-33 
2.8-2.9 2 6.67 
2.6-2.7 1 3-33 
2.4-2.5 1 3-33 
2.2-2.3 1 3-33 
2.0-2.1 2 6.67 
1.8-1.9 4 13-33 
1.6-1.7 0 0.00 
1.4-1.5 2 6.67 
1.2-1.3 6 20.00 
1.0-1.1 9 30.00 







The grade-placement on the comprehension component ranged from a 
low of 1.0 to a high of 3.2, with a mean of 1.69# a median of 1.35# a 
standard deviation of .69, and a standard error of the mean of .13. 
Further, Table 2 show's that 13 or 43.32 per cent of the subjects scored 
above the mean, 15 or 50*00 per cent scored below the mean, and 2 or 
6.67 per cent of them scored within the mean class-interval. The mean 
grade-placement of I.69 indicated a performance rating of below average 
for this group on the component of comprehension. 
Distribution of Grade-Placements on the Total Component of the 
Oral Reading Test.—The data on the total component of the Oral Reading 
Test obtained by the thirty second grade pupils are presented in Table 3# 
page 21. 
The grade-placements on the total oral reading component ranged 
from a low of 1.0 to a high of 3*8# with a mean of 1.75# a median of 
1.75, a standard deviation of .81, and a standard error of the mean of 
.15. Further, Table 3 shows that 15 or 50.00 per cent of the pupils 
scored above the mean, 11 or 38.67 per cent scored below the mean, and 
4 or 13.33 per cent scored within the mean class-interval. 
Distribution of Grade-Placements on the Reading Component (Paragraph 
Meaning)of the Stanford Achievement Test.—The data on the reading 
component (paragraph meaning) of the Stanford Achievement Test as obtained 
by the thirty pupils in the second grade are presented in Table 4, page 
22. 
The grade-placements on the paragraph meaning component ranged 
from a low of 1.1 to a high of 3*0, with a mean of 1.76, a median of 
1.95, a standard deviation of .48, and a standard error of the mean of 
.09. Further, Table 4 shows that 15 or 49.99 per cent of the subjects 
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TABLE 3 
DISTRIBUTION OF THE GRADE-PLACEMENTS ON THE TOTAL COMPONENT OF THE 
GILMORE ORAL READING TEST AS OBTAINED BY THE THIRTY SECOND GRADE 
PUPIIS 
Scores Number Per Cent 
3.6-3.8 1 3.33 
3.3-3»5 2 6.67 
3.0-3.2 1 3.33 
2.7-2.9 3 10.00 
2.4-2.6 5 16.67 
2.1-2.3 3 10.00 
1.8-2.0 4 13.33 
1.5-1.7 2 6.67 
1.2-1.4 2 6.67 
.9-1.1 7 23.33 








DISTRIBUTION OF THE GRAEE-PIACEMENTS ON THE READING COMPONENT (PARAGRAPH 
MEANING) OF THE STANFORD ACHIEVEMENT TEST AS OBTAINED BY THE THIRTY 
SECOND GRADE PUPILS 
Scores Number Per Cent 
3.0-3.1 1 3.33 
2.8-2.9 1 3.33 
2.6-2.7 1 3.33 
2.4-2.5 3 10.00 
2.2-2.3 2 6.67 
2.0-2.1 7 23.33 
1.8-1.9 6 20.00 
1.6-1.7 3 10.00 
1.4-1.5 2 6.67 
1.2-1.3 2 6.67 
l.O-l.l 2 6.67 







scored above the mean, 9 or 30.01 per cent scored below the mean, and 6 
or 20.00 per cent of them scored within the mean class-interval. The 
mean grade-placement of I.76 indicated a grade score of 18 which was 
equivalent to a percentile index of 10. 
Distribution of the Grade-Placements on the Reading Component 
(Word Meaning) of the Stanford Achievement Test.—The data on the reading 
conponent (word meaning) of the Stanford Achievement Test as obtained by 
the thirty second-grade pupils are presented in Table 5, page 24. 
The grade-placements on the word meaning component ranged from a 
low of 1.2 to a high of 2.9, with a mean of 2.05, a median of 2.12, 
a standard deviation of .48, and a standard error of the mean of .09. 
Further, Table 5 shows that 11 or 36.67 per cent of the pupils scored 
above the mean, 13 or 43.33 per cent scored below the mean, and 6 or 
20.00 per cent scored within the mean class-interval. The mean grade- 
placement of 2.05, which was equivalent to a grade score of 19 indicated 
a percentile index of 10. 
Distribution of (brade-Placements on the Total Reading of the 
Stanford Achievement Test.—The data on the total reading component of 
the Stanford Achievement Test as obtained by the thirty second grade 
pupils are presented in Table 6, page 25. 
The grade-placements on the total reading component ranged from a 
low of 1.2 to a high of 3*0> with a mean of 2.04, a median of 2.05, a 
standard deviation of .49, and a standard error of the mean of .09. 
Further, Table 6 shows that 12 or 40.00 per cent of the subjects scored 
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TABLE 5 
DISTRIBUTION OF THE GRADE-PLA.CH4ENTS ON THE READING COMPONENT (WORD 
MEANING) OF THE STANFORD ACHIEVEMENT TEST AS OBTAINED BY THE THIRTY 
SECOND GRADE FUPHS 
Scores Number Per Cent 
2.9-3.0 2 6.67 
2.7-2.8 0 0.00 
2.5-2.6 4 13.33 
2.3-2.4 5 16.67 
2.3-2.4 6 20.00 
1.9-2.0 3 10.00 
1.7-1.8 4 13.33 
1.5-1.6 1 3.33 
1.3-1.4 3 10.00 
1.1-1.2 2 6.67 








DISTRIBUTION OF THE GRADE-PLACEMENTS ON THE READING COMPONENT (TOTAL 
SCORES) OF THE STANFORD ACHIEVEMENT TEST AS OBTAINED BY THE THIRTY 
SECOND GRADE PUPILS 
Scores Number Per Cent 
3.0-3.1 1 3-33 
2.8-2.9 2 6.67 
2.6-2.7 2 6.67 
2.4-2.5 4 13-33 
2.2-2.3 3 10.00 
2.0-2.1 6 20.00 
1.8-1.9 5 16.67 
1.6-1.7 1 3-33 
1.4-1.5 3 10.00 
1.2-1.3 3 10.00 
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above the mean, 12 or 40.00 per cent scored below the mean, and 6 or 20.00 
per cent of them scored within the mean class-interval. 
Distribution of Grade-Placements on the Arithmetic Component (Reasoning) 
of the Stanford Achievement Test.—The data on the arithmetic component 
(reasoning) of the Stanford Achievement Test obtained by the thirty second 
grade pupils are presented in Table 7, page 27. 
The grade-placements on the arithmetic reasoning component ranged 
from a low of 1.0 to a high of 3*5, with a mean of 2.18, a median of 1.95, 
a standard deviation of .73, and a standard error of the mean of .13. 
Further, Table 7 shows that 13 or 43.37 per cent of the pupils scored 
above the mean, 15 or 50.00 per cent scored below the mean, and 2 or 6.67 
per cent scored within the mean class-interval. The mean score of 2.18 which 
was equivalent to a grade score of 22 indicated a percentile index of 20. 
Distribution of Grade-Placements on the Arithmetic Component (Compu¬ 
tation) of the Stanford Achievement Test.—The data on the arithmetic component 
(computation of the Stanford Achievement Test as obtained by the thirty 
second grade pupils are presented in Table 8, page 28. 
The grade-placements on the arithmetic computation ranged from a 
low of 1.2 to a high of 2.9, with a mean of 2.32, a median of 2.45, a 
standard deviation of .47, and a standard error of the mean of .09. Further, 
Table 8 shows that 15 or 50.00 per cent scored below the mean, and 2 or 
6.67 per cent of them scored within the mean class-interval. The mean 
score of 2.32 which was equivalent to a grade score of 23 indicated a per¬ 
centile index of 15* 
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TABLE 7 
DISTRIBUTION OF THE GRADE-PLACEMENTS ON THE ARITHMETIC COMPONENT (REASONING) 
OF THE STANFORD ACHIEVEMENT TEST AS OBTAINED BY THIRTY SECOND GRADE PUPILS 
Scores Number Per Cent 
3.4-3-5 1 3-33 
3.2-3.3 4 13.33 
3.0-3.1 0 0.00 
2.8-2.9 2 6.67 
2.6-2.7 5 16.67 
2.4-2.5 1 3-33 
2.2-2.3 2 6.67 
2.0-2.1 0 0.00 
1.8-1.9 6 20.00 
1.6-1.7 1 3-33 
1.4-1.5 2 6.67 
1.2-1.3 5 16.67 
1.0-1.1 1 3-33 








DISTRIBUTION OF THE GRADE-PLACEMENTS ON THE ARITHMETIC COMPONENT (COMPU¬ 
TATION) OF THE STANFORD ACHIEVEMENT TEST AS OBTAINED BY THE THIRTY 
SECOND GRADE PUPILS 
Scores Number Per Cent 
2.9-3.0 3 10.00 
2.7-2.8 8 26.67 
2.5-2.6 4 13.33 
2.3-2.4 2 6.6 7 
2.1-2.2 2 6.67 
1.9-2.0 8 26.67 
1.7-1.8 1 3.33 
1.5-1.6 0 0.00 
1.3-1.4 1 3.33 
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Distribution of Grade-Placements on the Total Arithmetic Compo¬ 
nent of the Stanford Achievement Test.—The data on the total arithmetic 
component of the Stanford Achievement Test as obtained by the thirty second 
grade pupils are presented in Table 9, page 30. 
The grade-placements on the total arithmetic components ranged 
from a low of 1.1 to a high of 3.2, with a mean of 2.26, a median of 2.28, 
a standard deviation of .58, and a standard error of the mean of .11. 
Further, Table 9 shows that 14 or 46.66 per cent of the pupils scored 
above the mean, 13 or 43.33 per cent scored below the mean, and 3 or 10.00 
per cent scored within the mean class-interval. 
Distribution of Raw-Scores on Number Concepts From the Teacher-Made 
Test.—The data on the raw-scores number concepts of the teacher-made 
test as obtained by the thirty second grade pupils are presented in Table 
10, page 31. 
The raw-scores on the number concepts ranged from a low of 1 to a 
high of 20, with a mean of 11.90, a median of 12.79# a standard deviation 
of 4.46, and a standard error of the mean of .83. Further, Table 10 shows 
that 16 or 53.33 per cent of the subjects scored above the mean, 10 or 
33*33 per cent scored below the mean, and 4 or 13*33 per cent of them 
scored within the mean class-interval. 
Correlation Coefficients Among Components of the Gilmore 
Oral Reading Test, The Stanford Achievement Test 
and the Teacher-Made Number Concepts Test 
This section of the report on this research will present the data 
on the obtained relationships between variables of the three tests. The 
presentations of these data are found in Tables 11 through 17. 
TABLE 9 30 
DISTRIBUTION OF THE GRADE-PLACEMENTS ON THE ARITHMETIC COMPONENT (TOTAL 
SCORES) OF THE STANFORD ACHIEVEMENT TEST AS OBTAINED BY THE THIRTY 
SECOND GRADE PUPILS 
Scores Number Per Cent 
3-2-3.3 1 3-33 
3.0-3.1 3 10.00 
2.8-2.9 4 13-33 
2.6-2.7 4 13.33 
2.4-2.5 2 6.67 
2.2-2.3 3 10.00 
2.0-2.1 3 10.00 
1.8-1.9 1 3.33 
1.6-1.7 5 16.67 
1.4-1.5 3 10.00 
1.2-1.3 1 3.33 












DISTRIBUTION OF THE RAW-SCORES ON NUMBER CONCEPTS OF TEE TEACHER-MADE 
TEST AS OBTAINED BY THE THIRTY SECOND GRADE PUP IIS 
Scores Number Per Cent 
19-20 2 6.67 
17-18 1 3.33 
15-16 6 20.00 
13-14 7 23.33 
11-12 4 13.33 
9-10 4 13.33 
7- 8 2 6.6 7 
5- 6 1 3.33 
3- 4 2 6.67 
1- 2 1 3.33 







Correlation Coefficients Among the Components of the Gilmore Oral 
Reading Test.—The correlation coefficients among the components of the 
Gilmore Oral Reading Test for the thirty pupils of the second grade are 
presented in Table 11, page 33» 
In the relating of accuracy and comprehension on the Gilmore Oral 
Reading Test, the "r" was .77, with a standard error of the "r" of .07, 
which was statistically significant, for it was great as three times its 
standard error index. The "r" itself was positive and was large enough 
to warrant the conclusion that the indicated relationship was significant. 
The data implied, therefore, that there was a significant relationship 
between accuracy and comprehension on the Gilmore Oral Reading Test for 
this group. 
From the relating of accuracy and total oral reading on the Gilmore 
Reading Test the "r" was .53, with a standard error of the "r" of .13, 
which was statistically significant, for it was as great as three times 
its standard error index. The "r" itself was positive and was large 
enough to warrant the conclusion that the indicated relationship was 
significant; therefore, it was assumed that there was a significant 
relationship between accuracy and total oral reading on the Gilmore Oral 
Reading Test for this group. 
From the relating of comprehension and total oral reading, the 
Gilmore Oral Reading Test, "r" was .89, with a standard error of the "r" 
of .Ok, which was statistically significant, for it was as great as three 
times its standard error index. The Mr” itself was positive and was 
large enough to warrant the conclusion that the indicated relationship was 
significant. The data implied, therefore, that there was a significant 
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TABLE 11 
CORRELATION COEFFICIENTS AND STANDARD ERRORS AMONG COMPONENTS OF THE 
GILMORE ORAL READING TEST BASED ON PERFORMANCES OF THE SECOND GRADE 
PUPIIS 
Variables »*r •* S • E* 
* ' " ■ * **r »» 
Accuracy and Comprehension • 77 .07 
Accuracy and Total Oral Reading .53 .13 
Comprehension and Total Oral Reading .89 .04 
relationship between comprehension and total oral reading on the Gilmore 
Oral Reading Test for this group. 
Analyses of Correlation Coefficients Among the Components of Reading 
on the Stanford Achievement Test.—The correlation coefficients among the 
components of reading on the Stanford Achievement Test as obtained by the 
second grade pupils are presented in Table 12, page 34. 
As a result of correlating paragraph and word meaning on the Stanford 
Achievement Test, the "r" was .63, with a standard error of the "r" of .11, 
which was statistically significant, for it was as great as three times its 
standard error index. The "r" itself was positive and was large enough 
to warrant the conclusion that the indicated relationship was significant. 
The data implied, therefore, that there was a significant relationship 
between paragraph meaning and word meaning on the Stanford Achievement Test 
for this group. 
In relating of paragraph meaning and total reading on the Stanford 
Achievement Test the "r" was .77, with a standard error of the "r" of .07, 
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TABLE 12 
CORRELATION COEFFICIENTS AND STANDARD ERRORS AMONG READING COMPONENTS 
OF THE STANFORD ACHIEVEMENT TEST BASED ON PERFORMANCES OF THE SECOND 
GRADE PUPILS 
Variables i'r«» S • E. 
flrl! 
(Reading) 
Paragraph Meaning and Word Meaning .63 .11 
Paragraph Meaning and Total Reading .77 .07 
Word Meaning and Total Reading .84 .05 
•which was statistically significant, for it was as great as three times 
its standard error index. The "r" itself was positive and was large 
enough to warrant the conclusion that the indicated relationship was signi¬ 
ficant. The data implied, therefore, that there was a significant relation 
ship between paragraph meaning and total reading on the Stanford Achieve¬ 
ment Test for this group. 
In the relating of word meaning and total reading on the Stanford 
Achievement Test the "r" was .84, with a standard error of the "r" of .05, 
which was statistically significant, for it was as great as three times 
its standard error index. The "r" itself was positive and was large enough 
to warrant the conclusion that the indicated relationship was significant. 
The data implied, therefore, that there was a significant relationship 
between word meaning and total reading on the Stanford Achievement Test 
for this group 
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Correlation Coefficients Among the Components of Arithmetic on 
the Stanford Achievement Test.—The correlation coefficients among the 
components of arithmetic on the Stanford Achievement Test are presented 
in Table 13, page 36. 
In the relating of arithmetic reasoning and computation on the 
Stanford Achievement Test the "r" vas .68, with a standard error of the 
"r" of .10, which was statistically significant, for it was as great as 
three times its standard error index. The "r" itself was positive and 
was large enough to warrant the conclusion that the indicated relationship 
was significant. The data implied, therefore, that there was a significant 
relationship between arithmetic reasoning and computation on the Stanford 
Achievement Test for this group. 
The correlating of arithmetic reasoning and total arithmetic on the 
Stanford Achievement Test yielded an "r" of .96, with a standard error of 
the "r” of .01, which was statistically significant, for it was as great 
as three times its standard error index. The "r" itself was positive and 
large enough to warrant the conclusion that the indicated relationship 
was significant. The data implied, therefore, that there was a significant 
relationship between arithmetic reasoning and total arithmetic on the 
Stanford Achievement Test for this group. 
In the relating of arithmetic computation and total arithmetic on 
the Stanford Achievement Test the "r" was .90, with a standard error of 
the "r" of .03, which was statistically significant, for it was as great 
as three times its standard error index. The "r" itself was positive and 
was large enough to warrant the conclusion that the indicated relationship 
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TABLE 13 
CORRELATION COEFFICIENTS AND STANDARD ERRORS AMONG ARITHMETIC COMPONENTS 
OF THE STANFORD ACHIEVEMENT TEST BASED ON PERFORMANCES OF THE SECOND 
GRADE PUPILS 
SS 
Variables •»r" S. E. 
(Arithmetic) 
Reasoning and Computation .68 .10 
Reasoning and Total Arithmetic .96 .01 
Computation and Total Arithmetic .90 • 03 
was significant. The data implied, therefore, that there was a significant 
relationship between arithmetic computation and total arithmetic on the 
Stanford Achievement Test for this group. 
Correlation Coefficients Between the Gilmore Oral Reading Test 
(Accuracy Component) and Total Components of the Stanford Achievement and 
Teacher-Made Tests.—The correlation coefficients and their standard error 
indices for the Gilmore Oral Reading Test (Accuracy) and total components 
of the Stanford Achievement and Teacher-Made Tests are presented in Table 
14, page 37. 
For the accuracy component of the Gilmore Oral Reading Test and 
total reading of the Stanford Achievement Test, the "r" was .58, with a 
standard error of the "rM of .12, which was statistically significant, for 
it was as great as three times its standard error index. The "r" itself 
was positive and was large enough to warrant the conclusion that the indi¬ 
cated relationship was significant. The data implied, therefore, that 
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TABLE 14 
CORRELATION COEFFICIENTS AND STANDARD ERRORS BETWEEN THE GILMORE ORAL 
READING TEST (ACCURACY COMPONENT) AND TOTAL COMPONENTS OF THE 
STANFORD ACHIEVEMENT AND TEACHER-MADE TESTS BASED ON TEST 
PERFORMANCES OF THE SECOND GRADE PUPILS 
Variables »*r ** S. E. 
»r«« 
Accuracy and Reading Achievement • 58 .12 
Accuracy and Arithmetic Achievement .65 .11 
Accuracy and Number Concepts .56 .12 
there was a significant relationship betwreen accuracy on the Gilmore Oral 
Reading Test and total reading on the Stanford Achievement Test for this 
group. 
For the accuracy component of the Gilmore Oral Reading Test and 
total arithmetic of the Stanford Achievement Test the "r" was .65, with 
a standard error of the "r" of .11, was statistically significant, for it 
was as great as three times its standard error index. The "r" itself was 
positive and was large enough to warrant the conclusion that the indicated 
relationship was significant. The data implied, therefore, that there was 
a significant relationship between accuracy on the Gilmore Oral Reading 
Test and total arithmetic on the Stanford Achievement Test for this group. 
For the accuracy component of the Gilmore Oral Reading Test and 
number concepts of the Teacher-Made Test, the "r” was .56, with a standard 
error of the "r" of .12, which was statistically significant, for it was 
as great as three times its standard error index. The "r" itself was 
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positive and was large enough to warrant the conclusion that the indi¬ 
cated relationship was significant. The data implied, therefore, that 
there was a significant relationship between accuracy on the Gilmore 
Oral Reading Test and number concepts on the Teacher-Made Test for this 
group. 
Analyses of Correlation Coefficients Between the Gilmore Oral 
Reading Test (Comprehension Component) and Total Components of the 
Stanford Achievement and Teacher-Made Tests.—The correlation coefficients, 
their standard error indices for the Gilmore Oral Reading Test (Compre¬ 
hension Component) and total components of the Stanford Achievement and 
Teacher-Made Tests are presented in Table 15, page 39* 
For the comprehension component of the Gilmore Oral Reading Test 
and total reading of the Stanford Achievement Test, the "r" was .48, with 
a standard error of the "r" of .14, which was statistically significant, 
for it was as great as three times its standard error index. The "r" 
itself was positive and was large enough to warrant the conclusion that 
the indicated relationship was significant. The data implied, therefore, 
that there was a significant relationship between comprehension on the 
Gilmore Oral Reading Test, and total reading on the Stanford Achievement 
Test for this group. 
For the compréhension component of the Gilmore Oral Reading Test 
and total arithmetic of the Stanford Achievement Test the "r" was .72, 
with a standard error of the "r" of .09, which was statistically significant. 
The data implied, therefore, that there was a significant relationship 
between comprehension on the Gilmore Oral Reading Test and total arithme¬ 
tic on the Stanford Achievement Test for this group. 
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TABLE 15 
CORRELATION COEFFICIENTS AND STANDARD ERRORS BETWEEN GILMORE ORAL 
READING TEST (COMPREHENSION COMPONENTS) AND TOTAL COMPONENTS OF 
THE STANFORD ACHIEVEMENT AND TEACHER-MADE TESTS BASED ON TEST 
PERFORMANCES OF THE SECOND GRADE PUPILS 
Variables •■rt» S • E ■ 
t»rii 
Comprehension and Reading Achievement 
Comprehension and Arithmetic Achievement 







For the comprehension component of the Gilmore Oral Reading Test 
and number concepts of the Teacher-Made Test, the "r" was .59* with a 
standard error of the Mr" of .12, which was statistically significant, 
for it was as great as three times its standard error index. The "r" 
itself was positive and was large enough to warrant the conclusion that 
the indicated relationship was significant. Tbe data implied, therefore, 
that there was a significant relationship between comprehension on the 
Gilmore Oral Reading Test and number concepts on the Teacher-Made Test for 
this group. 
Correlation Coefficients Between the Gilmore Oral Reading Test (Total 
Components) and Total Components of the Stanford Achievement and Teacher- 
Made Tests.—The correlation coefficients and their standard error indices 
between the Gilmore Oral Reading Test (Total Components) and total compo¬ 
nents of the Stanford Achievement and Teacher-Made Tests are presented in 
Table 16, page 40. 
TABLE 16 
CORRELATION COEFFICIENTS AND STANDARD ERRORS BETWEEN THE GILMORE ORAL 
READING TEST (TOTAL COMPONENT) AND TOTAL COMPONENTS OF THE STANFORD 
ACHIEVEMENT AND TEACHER-MADE TESTS BASED ON PERFORMANCES OF THE 
SECOND GRADE PUPILS 
Variables i»rii S* E» 
t»r«* 
Total Oral Reading and Reading Achievement .6l .n 
Total Oral Reading and Arithmetic Achievement .73 .09 
Total Oral Reading and Number Concepts .61 .11 
For the total component of the Gilmore Oral Reading Test and total 
reading of the Stanford Achievement Test, the "r" was .61, with a standard 
error of the "r" of .11, which was statistically significant, for it was 
as great as three times its standard error index. The "r" itself was 
positive and was large enough to warrant the conclusion that the indicated 
relationship was significant. The data implied, therefore, that there 
was a significant relationship between total reading on the Gilmore Oral 
Reading Test and total reading on the Stanford Achievement Test for this 
group. 
For the total component of the Gilmore Oral Reading Test and total 
arithmetic of the Stanford Achievement Test the "r" was .73, with a 
standard error of the "r" of .09, which was statistically significant, 
for it was as great as three times its standard error index. The "r" itself 
was positive and was large enough to warrant the conclusion that the indi¬ 
cated relationship was significant. The data implied, therefore, that 
there was a significant relationship between total reading on the Gilmore 
kl 
Oral Reading Test and total arithmetic on the Stanford Achievement Test 
for this group. 
For the total component of the Gilmore Oral Reading Test and number 
concepts of the Teacher-Made Test, the "r” was .61, with a standard error 
of the "r" of .11, which was statistically significant, for it was as great 
as three times its standard error index. The "r" itself was positive and 
was large enough to warrant the conclusion that the indicated relationship 
was significant. The data implied, therefore, that there was a significant 
relationship between total reading on the Gilmore Oral Reading Test and 
number concepts on the Teacher-Made Test for this group. 
Correlation Coefficients Among Components of the Stanford Achieve¬ 
ment Test and the Teacher-Made Test.—The correlation coefficients and 
their standard error indices among the components of the Stanford Achieve¬ 
ment Test and the Teacher-Made Test are presented in Table 17, page 42. 
In the relating of total reading and total arithmetic on the Stan¬ 
ford Achievement Test the "rM was .61, with a standard error of the "r" 
of .11, which was statistically significant, for it was as great as 
three times its standard error index. The "r" itself was positive and 
was large enough to warrant the conclusion that the indicated relationship 
was significant. The data implied, therefore, that there was a signifi¬ 
cant relationship between total reading and total arithmetic on the 
Stanford Achievement Test for this group. 
For the total reading component of the Stanford Achievement Test 
and number concepts of the Teacher-Made Test the "r" was .69, with a 
standard error of the **r" of .10, which was statistically significant, 
for it was as great as three times its standard error index. The "r" 
TABLE 17 
CORRELATION COEFFICIENTS AND STANDARD ERRORS AMONG COMPONENTS OF THE 
STANFORD ACHIEVEMENT TEST AND THE TEACHER-MADE TEST 
Variables "r" S. E. 
t«rit 
Reading Achievement and 
Arithmetic Achievement .61 .11 
Reading Achievement and 
Number Concepts .69 .10 
Arithmetic Achievement and 
Number Concepts .81 .06 
itself was positive and was large enough to warrant the conclusion that 
the indicated relationship was significant. The data implied, therefore, 
that there was a significant relationship between total reading on the 
Stanford Achievement Test and number concepts on the Teacher-Made Test for 
this group. 
For the total arithmetic component of the Stanford Achievement Test 
and number concepts of the Teacher-Made Test, the "r" was .81, with a 
standard error of the "r" of .06, which was statistically significant, for 
it was as great as three times its standard error index. The "r" itself 
was positive and was large enough to warrant the conclusion that the 
indicated relationship was significant. The data implied, therefore, 
that there was a significant relationship between total arithmetic on the 
Stahford Achievement Test and number concepts on the Teacher-Made Test for 
this group 
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Significant Differences Between Correlations Components 
of Gilmore Oral Reading Test, the Stanford Achieve¬ 
ment Test and the Teacher-Made Number Concepts 
Test 
This section of the report on this research will present the data 
on the significant differences between correlations among the components 
of the three tests administered to the thirty second grade subjects. 
The presentations of these data are found in Tables 18 through 21. 
Significant Differences Between the Correlation Coefficients of the 
Paired Gilmore Oral Reading Tests (Accuracy Component) and the Total Com¬ 
ponent of the Stanford Achievement and Teacher-Made Tests.—The data on 
the significant differences between the obtained coefficients of the 
paired test scores made by the second grade pupils on the Gilmore Oral 
Reading Test (Accuracy Component) and total components of the Stanford 
Achievement and Teacher-Made Tests are presented in Table 18, page 45. 
In comparison of relationships between accuracy in oral reading 
with reading achievement and arithmetic achievement the "r's" of .58 and 
.65 were converted to "z" scores of .66 and .78, respectively. The 
differences between the two "z's" was .12. The standard error of the 
difference between the two "z's" was .27. The resulting "t" ratio of 
.44 was not significant, for it was less than 2.58 at the one per cent 
level of confidence. Therefore, the difference between the two "r's" was 
not statistically significant. 
Differences between Relationships of Accuracy in Oral Reading and 
Reading Achievement and Accuracy in Oral Reading and Number Concepts of 
Teacher-Made Test.—The "r" between the accuracy and reading achievement 
was .58, with a "z" score equivalent of .66. The "r" between accuracy and 
number concept was .56, with a "z" score equivalent of .63. The 
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difference between the two "z's" was .03. The standard error of the 
difference between the two "z's" was .27» The resulting "t" ratio of .11 
was not significant, for it was less than 2.58 at the one per cent level 
of confidence; therefore, the difference between these "r's" was not 
statistically significant. 
Accuracy and Arithmetic Achievement and Number Concepts.—In compari¬ 
son of relationship between word meaning the "r's" of .65 and .56 were 
converted to "z" scores of .78 and .63, respectively. The difference be¬ 
tween the two "z's" was .27. The resulting "t" ratio of .56 was not 
significant, for it was less than 2.58 at the one per cent level of confi¬ 
dence. Therefore, the difference between the two "r's" for accuracy 
and arithmetic achievement and number concepts as shown by the scores of 
the thirty pupils of the second grade was not statistically significant. 
Analyses of Significant Differences Between the Correlation Coeffi¬ 
cients of the Paired Gilmore Oral Reading Comprehension Component and the 
Total Components of the Stanford Achievement and Teacher-Made Tests. —The 
data on the significant differences between the obtained "r's" of the 
paired test scores of the Gilmore Oral Reading Test (Accuracy Component) 
and total components of the Stanford Achievement and Teacher-Made Tests 
are presented in Table 19, page 46. 
Difference between Relationships of Oral Reading Comprehension and 
Reading Achievement and Oral Reading Comprehension and Arithmetic Achieve¬ 
ment.—The "r's" of .48 and .72 were converted to "z" scores of .52 and 
• 91, respectively. The difference between the two "z's" was .39* The 
standard error of the difference between the two "z's" was .27. The 
resulting "t" ratio of 1.44 was not significant for it was less than 2.58 
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TABLE 18 
SIGNIFICANT DIFFERENCES BETWEEN COEFFICIENTS OF CORRELATION OBTAINED ON 
THE PAIRED VARIABLES OF THE GILMORE ORAL READING TEST (ACCURACY COMPONENT) 
AND THE TOTAL COMPONENTS OF THE STANFORD ACHIEVEMENT TEST AND TEACHER- 
MADE TEST 
Variables 









Achievement .58 .66 
.12 .27 .kk 
Accuracy and 
Arithmetic 
Achievement .65 .78 
AgfiBSftSy and 
Reading 
Achievement .58 .66 
.03 .27 .11 
Accuracy and 
Number Concepts .56 .63 
Accuracy and 
Arithmetic 
Achievement .65 .78 
.15 .27 .56 
Accuracy and 
Number Concepts .56 .63 
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TABLE 19 
SIGNIFICANT DIFFERENCES BETWEEN COEFFICIENTS OF CORRELATION OBTAINED ON 
TOE PAIRED VARIABLES OF THE GILMORE ORAL READING TEST (COMPREHENSION 
COMPONENT) AND THE TOTAL COMPONENT OF THE STANFORD ACHIEVEMENT TEST 
AND THE TEACHER-MADE TEST 
Variables 









Achievement .48 • 52 
• 39 • 27 1.44 
Comprehension 
and Arithmetic 







.16 .27 • 59 
Comprehension 
and Number Concepts • 59 .68 
Comprehension 
and Arithmetic 
Achievement .72 •91 
.23 .27 .85 
Comprehension 
and Number 
Concepts .59 .68 
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at the one per cent level of confidence. Therefore, the difference be¬ 
tween the two "r's" was not statistically significant. 
In comparison of Relationship between Comprehension and Arithmetic 
Achievement and Number Concepts (Teacher-Made Test).—The "r's" of .72 
and .59 were converted to "z" scores of .91 and .59> respectively. The 
difference between the two "z's" was .23. The standard error of the 
difference between the two "z's" was .29» The resulting "t" ratio of 
.85 was not significant,for it was less than 2.58 at the one per cent 
level of confidence. Therefore, the difference between the two "r's" was 
not statistically significant. 
Analyses of Significant Differences Between the Correlation Coeffi¬ 
cients of the Paired Gilmore Oral Reading Test Results and the Total 
Components of the Stanford Achievement and Teacher-Made Tests.—The data 
on the significant differences between the obtained "r's" of the paired 
test scores of the Gilmore Oral Reading Test (Total Component) and Total 
Components of the Stanford Achievement and Teacher-Made Tests are presented 
in Table 20, page 48. 
The Comparison of Oral Reading and Reading Achievement and Total 
Oral Reading and Arithmetic Achievement.—The "r's" of .61 and .73 were 
converted to "z" scores of .71 and .93, respectively. The difference be¬ 
tween the two "z's" was .22. The standard error of the difference between 
the two "z's" was .27. The resulting "t" ratio of .81 was not significant, 
for it was less than 2.58 at the one per cent level of confidence. There¬ 
fore, the difference between the two "r's" was not statistically significant. 
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TABLE 20 
SIGNIFICANT DIFFERENCES BETWEEN COEFFICIENTS OF CORRELATION OBTAINED ON 
THE FAIRED VARIABLES OF THE G ELMORE ORAL READING TEST (TOTAL COMPONENT) 
AND TOTAL COMPONENTS OF THE STANFORD ACHIEVEMENT TEST AND THE TEACHER- 
MADE TEST 
Differences Standard 
Variables in Error of 




Achievement .61 •71 








Achievement .01 • 71 








Achievement .73 *93 
Total Oral 
Reading and 
Number Concepts .61 
.22 .27 .81 
71 
49 
Total Oral Reading and Reading Achievement and Number Concepts 
(of Teacher-Made Test).—The "r's" of .61 and .61 were converted to "z" 
scores of .71 and .71> respectively. The difference between the two "z's" 
was .00. The standard error of the difference between the two "z's" was 
.27. The resulting "t" ratio was found to be .00. This "t" of .00 was 
not significant, for it was less than 2.58 at the one per cent level of 
confidence. Therefore, the difference between the two "r's" was not 
statistically significant. 
Total Oral Reading and Arithmetic Achievement and Number Concepts 
(Teacher-Made Test).—The "r" between the total oral reading and arith¬ 
metic achievement was .73> with a "z" score equivalent of .93* The "r" 
between total oral reading and number concepts was .61, with a "z" score 
equivalent of .71. The difference between the two "z's" was .22. The 
standard error of the difference between the two "z's" was .27. The 
resulting "t" ratio of .81 was not significant, for it was less than 2.58 
at the one per cent level of confidence. Therefore, the difference be¬ 
tween the two "r's" was not statistically significant. 
Analyses of Significant Differences Between the Correlation Coeffi¬ 
cients of the Paired Variables Stanford Achievement Test and Teacher-Made 
Test.—The data on the significant differences between the obtained "r's" 
of the paired test scores of the Stanford Achievement Test and the Teacher- 
Made Test are presented in Table 21, page 90. 
Reading Achievement and Arithmetic Achievement and Number Concepts 
(of Teacher-Made Test).—The "r" between the reading achievement and 
arithmetic achievement was .61, with a "z" score equivalent of .71* 
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TABLE 21 
SIGNIFICANT DIFFERENCES BETWEEN COEFFICIENTS OF CORRELATION OBTAINED ON 
THE PAIRED VARIABLES OF THE STANFORD ACHIEVEMENT TEST AND THE TEACHER- 
MADE TEST 
Difference Standard 
Variables in Error of 




Achievement .61 .71 








Achievement .61 .71 








Concepts .69 .85 




Concepts .81 1.13 
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The "r" between reading achievement and number concepts was .69, with 
a "z" score equivalent of .85. The difference between the two "z's" was 
.14. The standard error of the difference between the two "z's" was .27. 
The resulting "t" ratio of .52 was not significant, for it was less than 
2.58 at the one per cent level of confidence. Therefore, the difference 
between the two "r's" was not statistically significant. 
Reading Achievement and Arithmetic Achievement and Number Concepts 
(of Teacher-Made Test).—The "r" between the reading achievement and 
arithmetic achievement was .6l, with a "z" score equivalent of .71* The 
"r" between arithmetic achievement and number concepts was .81, with a 
"z" score equivalent of 1.13. The difference between the two "z’s" was 
.42. The standard error of the difference between the two "z's" was .27» 
The resulting "t" ratio of 1.56 was not significant, for it was less 
than 2.58 at the one per cent level of confidence. Therefore, the 
difference between the two "r's" was not statistically significant. 
Reading Achievement and Number Concepts and Arithmetic Achievement 
and Number Concepts.—The "r" between the reading achievement and number 
concepts was .69, with a "z" score equivalent of .85. The "r" between 
arithmetic achievement and number concepts was .81, with a "z" score 
equivalent of 1.13. The difference between the two "z's" was .27. The 
resulting "t" ratio of 1.04 was not significant, for it was less than 
2.58 at the one per cent level of confidence. Therefore, the difference 
between the two "r's" was not statistically significant. 
These basic findings are summarized and interpreted further in the 
last chapter of this Thesis. 
CHAPTER III 
SUMMARY, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 
It should be the basic function of every school to provide pupils 
with experiences that will enable them to understand and enjoy their 
environment. Two subjects which are fundamental in providing these 
experiences are reading and arithmetic. 
Reading enables pupils to develop interest, to travel mentally,to 
find information, to interpret and to draw conclusions. These things are 
vital to understanding and enjoying the environment. 
Arithmetic is a precise language which, if taught and learned 
correctly, will enable pupils to form concrete and correct ideas about 
number conception, quantity and relationships. These factors are also 
vital to how much pupils understand and enjoy their environment. 
Arithmetic ability and reading ability are both pertinent to the total 
growth of pupils. Both have common factors influencing their growth. 
The writer felt that there might be a relationship between these two 
abilities and that by finding this relationship she might be able to in¬ 
crease the abilities. One of the duties of the school is to help the 
child adjust to his environment. If environment in these two abilities 
is achieved, improvement in adjustment will also have been made. 
The major problem of this research was to ascertain the relationship 
between reading ability and arithmetic ability of a second grade class of 
the Ada J. Banks Elementary School, Bibb County, Macon, Georgia. 
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Its specific purposes were: 
1. To determine the mean status of pupils in the 
following areas: 
Silent Reading Arithmetic computation 
Oral Reading Arithmetic Reasoning 
Paragraph Understanding Numerical Concepts 
Nord Meaning 
2. To determine the relationship of the factors of 
reading to those of arithmetic. 
3. To determine the extent of differences between 
and among the related factors of reading and 
arithmetic. 
4. To draw implications from the findings which might 
be basic to the improvement of the reading and 
arithmetic program in the second grade. 
Its analysis and interpretation of data inhered in these situational 
measures, to wit: 
1. Measures of central tendency, variability, re¬ 
liability and norms of the performances of the 
group on the data gathering instruments. 
2. Measures of the significance of the correlations 
paired variable among the three tests. 
3. Measures of the significance of the differences 
between the correlations of paired variables on 
the three tests. 
More specifically this study has sought to determine to what extent 
the reading ability was relatdd to the arithmetic ability of this second 
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grade. 
The locale of this study was Ada J. Banks Elementary School in the 
Southeast section of Macon, Georgia. The population is 1,132 with a 
staff of thirty-one teachers. 
The following procedural steps were used to achieve the purpose of 
this study: 
1. Necessary permission from the proper school 
officials was approved. 
2. The literature pertinent to this study was 
reviewed, summarized and presented to finish 
this thesis. 
3* The standardized and teacher-made tests 
described as materials were administered to 
subjects involved in this study. 
4. The data collected were assembled, tabulated, 
analyzed and interpreted by tables in Chapter 
II of this study. 
5. The findings were summarized, conclusions 
drawn and recommendations formulated in 
Chapter III of the thesis copy. 
The method of research was the Descriptive Survey, utilizing the 
specific techniques of testing through the following instruments : 
1. Gilmore Oral Reading Test. 
2. Stanford Achievement Test. 
3. Teacher-made Number Concept Test. 
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The related literature pertinent to this study was condensed and 
presented in the following statements: 
1. Children's interests and activities are avenues 
by which the teaching of reading and arithmetic 
can be facilitated. 
2. The development of reading and arithmetic abili¬ 
ties depends upon vocabulary, word meaning and 
interpretation. 
3. Adequate interpretation of tests is essential 
for best results in efforts to teach reading 
and arithmetic. 
4. It is important to ascertain the area in which a 
child needs to read, if his pattern of growth is 
to be guided effectively. 
5. It is important to ascertain the areas in which 
a child needs help in order to guide him to a 
satisfying mathematical attainment. 
6. Reading and arithmetic activities are closely 
related to the daily experiences of young 
children. 
7. All schools should develop a curriculum where the 
reading and arithmetic programs would include 
activities which would enrich experiences, facilitate 
adjustment and at the same time, foster development 
of certain abilities upon which successful reading 
and number achievement depend. 
56 
Summary of Findings.—The summary of the data is presented under 
separate and appropriate captions in the paragraphs which follow. 
Achievement Levels on the Gilmore Oral Reading Test 
for the Thirty Second Grade Subjects 
Tables 1 through 3 (and Summary Table 22) 
In accuracy in oral reading the following measures were obtained: 
A mean of 2.38, a median of 2.53, a standard deviation of 1.01, a 
standard error of .19 and a performance rating of average. 
In comprehension in oral reading the following results were noted: 
a mean of 1.69, a median of 1.35» a standard deviation of .69, a standard 
error of the mean of .13, and a performance rating of below average. 
In total oral reading the following measures were obtained: a mean 
of 1.75, a median of 1.75, a standard deviation of .81, a standard error 
of the mean of .15. 
Achievement Levels on the Stanford Achievement Test 
(Reading Components) for the Thirty Second Grade 
Subjects 
Tables 4 through 6 (and Summary Table 22) 
In paragraph meaning in reading achievement the following measures 
were obtained: a mean of I.76, a median of 1*95, a standard deviation of 
.48, a standard error of .09 and a percentile index of 10. 
In word meaning in reading achievement the following results were 
noted: a mean of 2.05, a median of 2.12, a standard deviation of .48, 
a standard error of the mean of .09, and a percentile index of 10. 
In total reading achievement the following measures were obtained: 
a mean of 2.04, a median of 2.05, a standard deviation of .49, a standard 
error of the mean of .09 
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Achievement Levels on the Stanford Achievement Test 
(Arithmetic Components) for the Thirty Second 
Grade Subjects 
Tables 7 through 9 (and Summary Table 22) 
In arithmetic reasoning the following measures were obtained: a 
mean of 2.18, a median of 1.95; a standard deviation of .73, a standard 
error of .13 and a percentile index of 20. 
In arithmetic computation the following results were noted: a mean 
of 2.32, a median of 2.45, a standard deviation of .47, a standard error 
of the mean of .09, and a percentile index of 15 • 
In total arithmetic achievement the following measures were obtained: 
a mean of 2.26, a median of 2.2Ô, a standard deviation of .58; a standard 
error of the mean of .11. 
Achievement levels on the Teacher-made Test (Number Concepts) 
for the Thirty Second Grade Subjects 
Table 10 (and Summary Table 22) 
From pupil performances on number concepts in the Teacher-made Test 
the following measures were obtained: a mean of 11.90, a median of 12.79; 
a standard deviation of 4.46, a standard error of .83. 
Correlations for the Components of the Gilmore 
Oral Reading Test 
Table 11 (and Summary Table 23) 
The correlation between accuracy and comprehension on the oral 
reading test showed an "r" of .77; with a standard error of the "r" of 
.07. The obtained "r" of .77 was considered significant in that it was 
as great as three times its standard error. 
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The correlation between accuracy and total scores on the oral 
reading test showed an "r" of .53> with a standard error of the "r" 
of .13. The obtained "r" of .53 was significant in that it was more than 
three times its standard error. Comprehension and total scores on the 
Oral Reading Test showed an "r" of .89, with a standard error of the "r" 
of .04. The obtained "r" of .89 was significant in that it was more than 
three times its standard error. 
Correlations for the Components of the Stanford 
Achievement Test (Reading) 
Table 12 (and Summary Table 23) 
The correlation between paragraph meaning and word meaning on the 
Stanford Achievement Test showed an "r" of .63, with a standard error of 
the "r" of .11. The obtained "r" of .84 was considered significant in 
that it was more than three times its standard error. 
The correlation between paragraph meaning and total reading on the 
Stanford Achievement Test showed an "r" of .77> with a standard error of 
the "r" of .07. The obtained "r" of .77 was considered significant in that 
it was more than three times its standard error. Word meaning and total 
reading on the Stanford Achievement Test showed an "r" of .84, with a 
standard error of the "r" of .05. The obtained "r" of .84 was considered 
significant in that it was more than three times its standard error. 
Correlations for the Components of the Stanford 
Achievement Test (Arithmetic Components) 
Table 13 (and Summary Table 23) 
The correlation between reasoning and computation on the Stanford 
Achievement Test showed an "r" of .68, with a standard error of the "r" 
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of .10. The obtained "r” of .68 vas considered significant in that it 
was more than three times its standard error. 
The correlation between reasoning and total arithmetic on the 
Stanford Achievement Test showed an "r" of .96, with a standard error of 
the "r" of .01. The obtained "r" of .96 was considered significant in 
that it was more than three times its standard error. Computation and 
total arithmetic on the Stanford Achievement Test showed an "r" of .90, 
with a standard error of the "r" of .03. The obtained "r" of .90 was 
considered significant in that it was more than three times its standard 
error. 
Correlations for the Components of the Gilmore Oral Reading 
Test (Accuracy Component) and Total Components of the 
Stanford Achievement Test and Teacher-Made Test 
Table l4 (and Summary Table 23) 
The correlation between accuracy on the Oral Reading Test showed 
an "r" of .58, with a standard error of the "r" of .12. The obtained "r" 
of .58 was considered significant in that it was more than three times 
its standard error. 
The correlation between accuracy on the Oral Reading Test and 
arithmetic on the Achievement Test showed an "r" of .65, with a standard 
error of the "r" of .11. The obtained "r" of .65 was considered signi¬ 
ficant in that it was more than three times its standard error. Accuracy 
on the Oral Reading Test and number concepts on the Teacher-made Test 
showed an "r" of .56, with a standard error of the "r" of .12. The obtained 
"r" of .56 was considered significant in that it was more than three times 
its standard error 
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Correlations for the Components of the Gilmore Oral Reading 
Test (Comprehension Component) and Total Components of 
the Stanford Achievement Test and the Teacher-made Test 
Table 15 (and Summary Table 23) 
The correlation between comprehension on the Oral Reading Test 
and reading on the Achievement Test showed an "r" of .48, with a standard 
error of the "r" of .14. The obtained "r" of .48 was considered signi¬ 
ficant in that it was more than three times its standard error. 
The correlation between comprehension on the Oral Reading Test and 
arithmetic on the Achievement Test showed an "r" of .72, with a standard 
error of the "r" of .09. The obtained "r” of .72 was considered signi- 
♦ 
ficant in that it was more than three times its standard error. Compre¬ 
hension on the Oral Reading Test and number concepts on the Teacher-made 
Test showed an "r" of .59, with a standard error of the "r" of .12. The 
obtained "r" of .59 was considered significant in that it was more than 
three times its standard error. 
Correlations for the Components of the Gilmore Oral Reading Test 
(Total Component) and Total Components of the Stanford 
Achievement Test and the Teacher-Made Test 
Table 16 (and Summary Table 23) 
•Hie correlation between total scores on the Oral Reading Test and 
reading on the Achievement Test showed an "r11 of .61, with a standard 
error of the "r" of .11. The obtained "r" of .61 was considered signi¬ 
ficant in that it was three times its standard error. 
The correlation between total scores on the Oral Reading Test and 
arithmetic on the Achievement Test showed an "r" of *73> with a standard 
error of the "r" of .09. The obtained "r" of .73 was considered significant 
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in that it vas three times its standard error. Total scores on the 
Oral Reading Test and number concepts on the Teacher-made Test showed 
an Mr" of .6l, with a standard error of the "r" of .11. The obtained 
Mr" of .61 was considered significant in that it was more than three 
times its standard error. 
Correlations for the Components of the Stanford 
Achievement Test and the Teacher-made Test 
Table 17 (and Summary Table 23) 
The correlation between reading and arithmetic on the Achievement 
Test showed an "r" of .61, with a standard error of the "r" of .11. The 
obtained "r" of .61 was significant in that it was more than three times 
its standard error. 
The correlation between reading on the Achievement Test and number 
concepts on the Teacher-made Test showed an "r" of .69, with a standard 
error of the "r" of .10. The obtained "r" of .69 was significant in that 
it was more than three times its standard error. Arithmetic on the 
Achievement Test and number concepts on the Teacher-made Test showed an 
"r” of .81, with a standard error of the "r" of .06. The obtained "r" 
of .81 was significant in that it was more than three times its standard 
error. 
Significant Difference of the Two "z's" Obtained on the 
Gilmore Oral Reading Test (Accuracy Component) and 
Total Components of the Stanford Achievement 
Test and the Teacher-made Test 
Table 18 
For oral reading accuracy and reading the converted "z" was .66, for 
accuracy and arithmetic it was .78, the difference between the two "z's" 
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was .12, the standard error of the difference between the two "z's" was 
.27, with a "t" of .44 which was not significant. 
For accuracy and reading the converted "z" was .66, for accuracy 
and number concepts it was .63, the difference between the two "z's" was 
.03, the standard error of the difference between the two "z's" was .27, 
with a "t" of .11, which was not significant. 
For accuracy and arithmetic the converted "z" was .78, for accuracy 
and number concepts it was .63, the difference between the two "z's" was 
.15, the standard error of the difference between the two "z's" was .27, 
with a "t" of .56, which was not significant. 
Significant Differences of the Two "z's" Obtained on the Gilmore 
Oral Reading Test (Comprehension Component) and Total Components 
of the Stanford Achievement Test and the Teacher-made Test 
Table 19 
For comprehension and reading the converted "z" was .52, for 
comprehension and arithmetic it was .91, the difference between the two 
"z's" was .39, the standard error of the difference between the two 
"z's" was .27, with a "t" of 1.44, which was not significant. 
For comprehension and reading the converted "z" was .52, for 
comprehension and number concepts it was .68, the difference between 
the two "z's" was .16, the standard error of the difference between the 
two "z's" was .27, with a "t" of .59, which was not significant. 
For comprehension and arithmetic the converted "z" was .91, for 
comprehension and number concepts it was .68, the difference between the 
two "z's" was .23, the standard error of the difference between the two 
"z's" was .27, with a "t" of .85, which was not significant. 
63 
Significant Differences of the Two "z's" Obtained on the Gilmore 
Oral Reading Test (Total Component) and Total Components of the 
Stanford Achievement Test and the Teacher-made Test 
Table 20 
For total oral reading and reading (achievement) the converted "z" 
was .Jl, for total oral reading and arithmetic it was .93> the difference 
between the two "z's" was .22, the standard error of the difference between 
the two "z's" was .27, with a "t" of .81, which was not significant. 
For total oral reading and reading (achievement) the converted "z" 
was .71, for total reading and number concepts it was .71, the difference 
between the two "z's" was .00, the standard error of the difference 
between the two "z's" was .27, with a "t" of .00, which was not significant. 
For total oral reading and arithmetic the converted "z" was .93, 
for total oral reading and number concepts it was .71, the difference 
between the two "z's" was .22, the standard error of the difference be¬ 
tween the two "z's" was .27, with a "t" of .81, which was significant. 
Significant Differences of the Two "z's" Obtained on the 
Stanford Achievement Test and the Teacher-made Test 
Table 21 
For reading and arithmetic the converted "z" was .71, for reading 
and number concepts it was .85, the difference between the two "z's" was 
.14, the standard error of the difference between the two "z's" was .27, 
with a "t" of .52, which was not significant. 
For reading and arithmetic the converted "z" was .71* for arithmetic 
and number concepts it was 1.13, the difference between the two "z's" was 
.42, the standard error of the difference between the two "z's" was .27, 
with a "t" of I.56, which was not significant. 
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For reading and number concepts the converted "z" was .85, for 
arithmetic and number concepts it was 1.13, the difference between the 
two "z's” was .28, the standard error of the difference between the two 
"z's" was .27, with a "t” of 1.04, which was not significant. 
Conclusions.—The findings of this study warrant that certain con¬ 
clusions be drawn. The conclusions so warranted are: 
1. In answer to the purpose of determining pupils1 general 
status in the major components and totals of the study 
it was concluded that: 
a. These second grade pupils performed at an 
average level in accuracy in oral reading. 
b. In all other areas tested they were decidedly 
below average expectancy. These below-average 
ratings included: total oral reading, oral 
reading comprehension, total silent reading 
and its word-meaning and paragraph-compre¬ 
hension components, total arithmetic achieve¬ 
ment and its computational and reasoning 
aspects, as well as numerical concepts as 
measured by the teacher-made test. 
2. The statistically significant positive relationships between 
oral and silent reading and achievement in arithmetic 
indicated that for this second grade group there was a 
correspondence between these factors. 
3. The statistically significant positive relationships 
between the teacher-made test and the standardized test 
indicated that for the group there was a correspondence 
65 
between these factors. 
4. The statistically insignificant differences in the 
relationships between the two standardized tests 
and the teacher-made test indicated that though all 
the relationships themselves were statistically 
significant, none was significantly higher than the 
other. 
Implications.—The findings and conclusions of this study warrant 
that certain implications be drawn. The statements that follow present 
them: 
1. The data obtained from this study indicated that the 
pupils in this school should be exposed to as many 
activities as possible to improve their levels of 
achievement in reading and arithmetic. 
2. For this group reading and arithmetic were highly 
related and hence, suggested certain procedures 
for classroom and special areas. 
3. The high correlations for the teacher-made test 
indicated that it was a valid and reliable instru¬ 
ment for this group and provided assurance to 
teachers who make use of some of their own devices 
for testing. 
4. This study supported the frequent finding that there 
is some validity in using the level of arithmetic 
computation as a fair predictor of success in reading. 
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TABLE 22 
SUMMARY OF BASIC DATA ON THE GIIMDRE ORAL READING TEST, STANFORD 
ACHIEVEMENT TEST, AND TEACHER-MADE TEST AS OBTAINED BY THE 
SECOND GRADE PUPILS 
Vest Mean Median S. Du S. E. Index 
Gilmore Oral Reading Test 
Accuracy 2.38 
Comprehension 1.69 
Total Test 1.75 
Stanford Achievement Test 
Reading 
Paragraph meaning 1.76 
Word meaning 2.05 




Total arithmetic 2.26 
Teacher-made Test 
Number concepts 11.90 
2.53 1.01 .19 Average 
1.35 .69 • 13 Below Average 
1.75 .81 .15 
1.95 .48 .09 10 
2.12 .48 .09 10 
2.05 •49 .09 — 
1.95 .73 .13 20 
2.45 .47 .09 15 
2.28 .58 .11 
■2.79 4.46 .83 
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TABLE 23 
SUMMARY OF CORRELATION COEFFICIENTS AND THEIR STANDARD ERRORS FOR 
THE GIIMORE ORAL READING TEST, STANFORD ACHIEVEMENT TEST, AND 
TEACHER-MADE TEST AS OBTAINED BY THE THIRTY SECOND GRADE 
PUPHS 
»r«i S. E. 
Gilmore Oral Reading Test 
Accuracy vs. Comprehension •77 .07 
Accuracy vs. Total Test • 53 .13 
Comprehension vs. Total Test .89 .04 
Stanford Achievement Test 
Reading 
Paragraph meaning vs. word meaning • 63 .11 
Paragraph meaning vs. total reading .77 .07 
Word meaning vs. total reading .84 .05 
Arithmetic 
Reasoning vs. computation .68 .10 
Reasoning vs. total arithmetic .96 .01 
Computation vs. total arithmetic .90 .03 
Accuracy vs. total reading .58 .12 
Accuracy vs. total arithmetic .65 .11 
Accuracy vs. Number concepts .56 .12 
Comprehension vs. total reading .48 .14 
Comprehension vs. total arithmetic • 72 .09 
Comprehension vs. number concepts • 59 .12 
Total Oral Reading vs. total reading (achievement) .61 .11 
Total Oral Reading vs. total arithmetic •73 .09 
Total Oral Reading vs. number concepts .61 .11 
Total reading vs. total arithmetic .61 .11 
Total reading vs. number concepts .69 .10 
Total arithmetic vs. number concepts .81 .06 
TABLE 24 
SUMMARY OF CRITICAL RATIOS FOR THE SIGNIFICANT DIFFERENCES BETWEEN CORRELATIONS OBTAINED FROM THE 
GILMORE ORAL READING TEST, STANFORD ACHIEVEMENT TEST, AND TEACHER-MADE TEST FOR THE THIRTY 










S • Et 
Z1Z2 
Z -Z "t" 
1 2 V
Z2 Zl’Z2 "t" 
Accuracy vs. .27 .12 .44 .03 .11 .15 .56 
Comprehension vs. .27 .39 144 .16 .59 .23 .85 
Total Oral Reading vs. .27 .22 .81 .00 .00 .22 .81 
Reading vs. - - - .14 .52 
Arithmetic vs. .27 - .42 1.56 - - 
Number Concepts vs. .27 .28 1.04 - - - 
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5. There was the possibility that in oral reading, 
the emphasis on accuracy and comprehension should 
be kept in appropriate balance so that the latter 
would be kept in the prominent position which its 
importance deserves. 
Recommendations.—The findings, conclusions and implications of the 
study warrant that certain recommendations be formulated. These recommen¬ 
dations are presented in the following statements: 
1. That the school principal and teacher work out a 
program that will provide the pupils with the 
necessary activities and experiences to increase 
their abilities in arithmetic and reading. 
2. That the school plan the curriculum whereby the 
reading and arithmetic programs will have acti¬ 
vities which correlate and integrate whenever 
such plans and procedures dictate. 
3. That the teacher make and give tests that are 
meaningful. 
4. That in light of the varied reading and arithmetic 
levels represented, pupils should be grouped so 
that more attention may be given to individual 
differences, thus enabling each child to receive 
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TEST 1 Paragraph Meaning 
Stanford Primary : J 
DIRECTIONS: Find the one word that 
belongs in each space, and draw 
a line under the word. Do not 
write in the spaces. 
SAMPLES: 
Baby pets me. 
I drink milk. 
I say “Mew, mew.” 
I am a 51 . 
51. cow kitten pony child 
Tom had two apples. Fred had 
four cookies. Fred said to Tom, “I 
will give you two 52 if you will 
give me one of your 53 
52. oranges cookies cakes bananas 
53. apples oranges bananas cakes 
Jane has a pet. 
He wags his tail. 
He says “Bow-wow.” 
He is a 1 . 
1. cat dog doll rabbit 
Mary and John live in a big 2 . 
2. tree house farm yard 
I am little. 
I have hands. 
I cry sometimes. 
I am a 3 . 
3. clown calf baby squirrel 
I can hear a 4 . 
4. star table house bell 
See them laugh. 
Something is 5 . 
5. funny red big out 
Grandma came to see Alice and Tom. 
She brought a doll and a knife. 
The knife was for Torn. 
The doll was for _JL_. 
6. me us Alice brother 
I live in trees. 
I have feathers. 
I lay eggs. 
I am a 7 . 
7. squirrel bird duck hen 
I am blue. 
I am far away. 
You cannot touch me. 
I am the 8 . 
8. table chair garden sky 
Frank wanted to go out to play, 
but his mother said it was too wet 
outdoors. Frank looked out the 
window and saw that his mother was 
right; the 9 was falling fast. 
9. night storm rain cold 
The little boy can throw a ball, 
but he cannot 19 it. 
10. make catch swing eat 
We have a small pony. 
We always try not to n it. 
11. ride see hurt feed 
Father took us on a trip through the 
mountains. Father drove slowly. 
He said, “It is not safe to drive 
12 on mountain roads.” 
2. fast far much alone 
f 2 1 Go on to the next page. 
TEST i Paragraph Meaning (Continued) 
Stanford Primary : J 
Sally cried because she thought 
she had lost her doll. But her tears 
turned to smiles when she saw good 
old Sport coming through the gate 
with the . 13 in his mouth. 
13. ball bone stick doll 
Mrs. White was ironing when the 
telephone rang. She put down the 
electric iron and went to answer 
the call. She forgot to turn off the 
electricity and the iron got so 14 
that it 15 a hole in the ironing- 
board cloth. 
14. heavy hot sharp bad 
15. left wore burned tore 
Helen was sick. The girls at schopl 
wrote her a letter. “Dear Helen,” 
they said, “We hope you will soon feel 
16 enough to come back to 17 .” 
16. well happy nice glad 
17. church visit school town 
You take some of these blocks. 
I will build a house with a yard. 
You build a fence around the _i§_. 
18. yard farm bam walk 
Clowns are funny people in the 
circus. They paint their faces and they 
wear queer clothes. The children 
laugh with joy when the 19 do 
their 20 tricks. 
19. animals boys women clowns 
20. funny old new best 
Bo-Peep lost her sheep. 
She could not find them anywhere. 
At last she went 21 and there 
were the sheep. 
They had come back by themselves. 
21. away farther home along 
A fox fell into a well and was 
trying with all his might to save 
himself from being drowned. A wolf 
looked down at him and said, “I am so 
sorry for you. How did this happen?” 
“Being sorry does not do me any 
good,” replied the 22 . “If you 
really want to save me from 29 , 
help me get out of here.” 
22. fox sheep wolf man 
23. worry drowning falling trouble 
The children went to the circus. 
They saw elephants and monkeys 
and many other animals. 
There were many clowns and lots 
of popcorn and peanuts. The children 
said that they wished a 24 would 
come every day. 
24. parade clown circus monkey 
You can often find shells along the 
edges of rivers and lakes. 
An even better place to pick up 
25 is by the ocean. 
5. seaweed rocks shells sand 
Many Indians now live on land set 
aside for them by our government be¬ 
cause when the white men came they 
took the 26 away from the 27 ■ 
26. farms land cities houses 
27. people farmers Negroes Indians 
13 1 Go on to the next page. 
TEST i Paragraph Meaning (Continued) 
Stanford Primary : ^ 
Once there was a boy who liked to earn 
money. He lived in a house with a garden in 
which he raised carrots. Every day he took 
some of his 28 to the market to 29 . 
28. money flowers carrots toys 
29. spend sell show play 
Dick and Ann had for a pet a white mouse 
called Mickey. The children were fond of 
Mickey and took him on their vacation trips. 
They both took care of him. It was Dick’s 
job to keep the cage nice and clean, and it was 
30 duty to see that the 31 got plenty 
of the right kind of food. 
30. his their Mickey’s Ann’s 
31. mouse children mice kitten 
We went up in an airplane. At first we flew 
near the 32 where we could see people and 
animals. Later we could not see them. Our 
plane was flying too 33 . 
32. houses ground town hills 
33. high low far fast 
A long time ago farmers used sharp sticks 
instead of plows to dig up the earth. Now 
they have steel 34 pulled by horses or 
tractors. They can cultivate large fields and 
raise big 35 . 
34. tools plows machines forks 
35. tomatoes corn plants crops 
In the back of most books is an index that 
tells you on what page to look for any subject 
written about in the book. Paul wanted to 
know about bears. He looked in a book 
about animals and found the right 36 by 
looking in the 37 under “B.” 
36. idea spot letter page 
37. index front book printing 
On Saturday Mother gets groceries. She 
buys 38 from the butcher. She buys vege¬ 
tables at the market and 39 and cookies at 
the bakery. She buys enough 40 of all 
kinds to last until Monday. 
38. bananas meat potatoes candy 
39. oatmeal fruit bread candy 
40. food packages meat dessert 
The shaking of hands with the right hand 
started in the days when everybody carried a 
sword or a knife. In those days when one met 
a stranger he would hold out his 41 hand 
to show that he was friendly and didn’t have 
a 42 or a 43 ready for attack. 
41. free right left nearest 
42. sword spear weapon stick 
43. fist gun knife club 
The gold used for jewelry is mixed with 
some other metal, usually copper. Pure gold 
is very soft and jewelry made of it would not 
wear well. Therefore copper or some other 
44 is mixed with the gold to make it 45 . 
44. mineral metal material chemical 
45. brighter prettier softer harder 
Insects that fly at night often make mistakes. 
They cannot tell the light of the moon from 
that given by an open fire. Sometimes these 
46 fly into a 47 and are killed. 
46. bees birds moths insects 
47. flame house window car 
I go to bed at seven o’clock. Bob stays up 
until eight. We both rise at seven o’clock in 
the morning. 
Bob sleeps an hour 48 than I do. 
48. onger more later less 
NO. RIGHT 123456789 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25 26 27 28 29 30 31 32 33 34 35 36 37 38 39 40 41 42 43 44 45 46 47 48 
Gr. score 12 13 13 14 15 15 16 17 18 18 19 20 20 21 22 23 23 24 24 25 25 26 27 27 28 29 30 30 31 32 32 33 34 34 35 36 36 37 39 40 42 44 46 50 55 61 68 77 
Stop. 
TEST 2 Word Meaning 
Stanford Primary : J 
DIRECTIONS: Draw a line under the one word 
that makes the sentence true, as shown in 
the first sample. Look at all four words 
and choose the best one. 
SAMPLES: 
A cat can 
paint bark read jump 
The name of a color is 
farm milk red pet 
1 A bird can 
study write bark fly 
2 We get eggs from 
cattle hens horses pigs 
3 A bed is a place to 
sleep read sit stand 
4 A toy is used for 
riding pushing playing working 
6 A fish can 
talk sing swim fly 
6 We laugh when we are 
mean happy warm pretty 
7 A young hen is a 
rooster duck kitten chicken 
8 Ice is made from 
plants water salt glass 
9 A room is part of 
a yard an auto a sled a building 
10 A mother must always take care of her 
children cooking sweeping husband 
11 The floor of a room is at the 
side back bottom top 
12 On holidays most children 
study travel work play 
13 If Mary is with Jane, they are 
tired talking scared together 
14 A path is a place to 
drive walk rule remain 
15 To earn money is to 
spend it win it work for it lose it 
16 We find water in 
rocks lakes bushes boxes 
17 March is the name of a 
day week month year 
18 A bowl is 
soup cereal a dish a lunch 
19 A ship is a kind of 
field bird box boat 
20 Above means 
over under clear many 
21 A grape is a 
rose business fruit drink 
22 An onion is a 
vegetable bean berry weed 
23 A sawmill makes 
wire boots needles lumber 
24 A pair means 
many one two three 
26 A village is a 
state farm college town 
26 To save is to 
work keep find get 
27 To arise is to 
get up rest shine awake 
28 Mary Smith and John Doe are cousins if 
they have the same 
grandmother mother sister daughter 
29 Queer means 
strange bright old pleasant 
30 A feast is a 
plate meal crown dance 
31 Around means 
next under alone about 
32 To receive a letter means to 
mail it get it write it see it 
33 Marvelous means 
pleasant distant wonderful great 
34 A customer is one who 
plants works buys learns 
35 When you connect two railroad cars, you 
push them join them lift them run them 
36 To be content is to be 
faithful satisfied free fair 
37 To learn is the same as to 
try teach find out look for 
38 To lash is to 
whip deceive destroy waste 
Stop« No. RIGHT 1 2 3 1 5 6 7 3 9 10 11 12 13 14 IS 16 17 U 19 20 21 22 23 24 25 26 27 28 29 30 31 32 33 34 35 36 37 38 
Gr. score 13 13 14 15 16 16 17 17 18 19 20 21 21 22 23 24 25 25 26 27 28 29 29 30 31 32 33 34 35 36 37 39 41 43 45 49 53 58 
TEST 3 Spelling 
Stanford Primary : J 
I 1. 16. 
2     17. 
3  18, 













NO. RIGHT 1*3456789 It 1112 13 14 15 16 17 18 19 26 21 22 23 24 25 26 27 28 29 30 
GT. score II 12 13 14 15 15 16 17 18 19 20 21 22 23 24 25 26 27 28 29 30 3 ! 32 33 35 37 39 42 44 47 
[6 ] 
TEST 4 Arithmetic Reasoning 
8Unford Primary : i 
1955 MAY 1955 
Sun. Thun. Sat 
- + X - 
<g> SI 63 
7S 67 
<L 2 5 <1 15 
14 How many cars are 2 cars and 3 cars? . 
16 There were 3 boys and 4 girls playing 
in the sand. How many boys and 
girls were playing all together? 
16 Jane had 3 dolls, Ellen had 4, and 
Sue had 1. How many dolls did all of 
them have? 
17 There were 9 children playing. Then 
3 went home. How many were left? 
18 There are 8 apples on the table. If 
we eat 5 of them, how many will be 
left? 
19 We counted 11 carrots in one row of 
the garden, 6 carrots in another, and 
15 carrots in another. How many 
carrots are there in the 3 rows? 
20 Hazel made 12 cakes for the party. 
Ruth made 7 and Joan made 24. How 
many cakes did they all make? 
21 Three dimes and two nickels are how 
many cents? 
22 Judy has 16 jacks and Hazel has 9. 
How many more jacks has Judy than 
Hazel? 
28 Dick earned 7 dollars. His work is 
one third done. How many dollars are 
3 times 7 dollars? 
24 Helen bought a book for 38 cents. 
She gave the clerk 50 cents. How 
many cents change should she have 
received? 
26 Bob’s mother had 7 quarts of ice 
cream. The boys ate a gallon. How 
many quarts were left? 
NO. BIGHT lit 4 S S T 1 t 11 1111 It 14 » It 17 » It 10 11 It a 24 IS 
Gr. scare below 10 10 1 M2 IB 15 16 18 19 21 23 25 27 29 31 32 34 36 38 40 43 46 49 
[ 7 ] 
Stop. 
TEST 5 Arithmetic Computation 
Stanford Primary ï d 
DIRECTIONS: Get the answers to these examples as quickly as you can without making 
mistakes. Look carefully at each example to see what you are to do. 
Addition: 
2 3 




- 2 - 1 
2 
1 2 5 
+ 5 +3 +2 
8 
+ 2 
4 2 4 9 
+ 3 +7 +6 +4 

















































- 1 83 
Y of 8 = 
Divide 
7 2 5 
- 4 8 7 
Add 
$ 7.6 8 




-3 85 2)TT 35T5“6 
NO. RIGHT 123456789 10 11 12 13 14 15 16 17 18 19 26 21 22 23 24 25 26 27 28 26 36 31 32 33 34 35 36 37 38 36 46 41 42 48 44 46 46 
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Stop. 
FORM Gilmore Oral Reading Test 
by John V. Gilmore 
Associate Professor of Psychology 
Boston University RECORD BLANK 
NAME  DATE  GRADE 
SCHOOI  AGE  SEX  
YEARS MONTHS 
CITY  STATE  EXAMINER  
Summary Check List of Difficulties 
From an analysis of the pupil’s oral reading per¬ 
formance, complete the check list below. 
  Many substitutions 
  Habitual mispronunciations 
  Many words pronounced by examiner 
  Habitual disregard of punctuation 
  Habitual insertions 
  Habitual hesitations 
  Habitual repetitions 
 Habitual omissions 
Cheek the following immediately after completion 
of the testing: 
 Word-by-word reading 
 Reads in monotone 
 Strained, high-pitched voice 
 Volume too loud 
 Volume too soft 


















































♦Do not count “celling” paragraph or paragraphs below “basal.” 
Silent Reading Test Data DATE 
WORD MEAN. (VOCAB.l GRADE EQUIV. 
PARA. MEAN. (BEAD.) GRADE EQUIV. 
Published 1952 by World Book Company, Yonkers-on-Hudson, New York, and Chicago, Illinois 
Copyright 1951 by World Book Company. Copyright in Great Britain. All rights reserved 
PRINTED IN U.B.A. O : OBTINS 14-10 
c 
Gilmore Oral Reading-A 
la I see a boy. 
He has a dog. 
Here is a girl. 
I see a cat, too. 
The man is Father. 
Mother is in the house. 
TIME Seconds 
 1. What animal is the boy playing with? 
 2. What other animal is there? 
 3. Who is the man? 
 4. Where is Mother? 
 6. Whom else do you see? 
NUMBER RIGHT  
4 a The girl is in the yard. 
The girl has a big ball. 
The boy is back of the girl. 
He is playing with his dog. 
The cat looks at the girl. 
He wants to play ball, too. 
The girl does not see the cat. 
She is looking at the ball. 
TIME Seconds 
1 1. Where is the girl? 
 2. What does the girl have? 
 3. What is the boy doing? 
 4. What does the cat want? 
 5. What is the girl looking at?) 
NUMBER RIGHT  
ERROR RECORD Number 
Substitutions 
Mispronunciations 
Words pronounced by examiner 






ERROR RECORD Number 
Substitutions 
Mispronunciations 
Words pronounced by examiner 






• Every morning Father goes to his office by train. He 
usually leaves the house about eight o’clock. In rainy weather 
Mother drives him to the station. When the train reaches the 
city at eight forty-five, Father goes to the general offices of his 
company. An elevator carries him to the eleventh floor. 
His important position takes hours of extra time, and many 
evenings he doesn’t arrive home until late. Bob and Jane are 
disappointed when he works at night, for he frequently assists 
them with their lessons. Then, too, if there is time after 
dinner for games, he often plays with them before they begin 
to study. 
TIME Seconds 
  1. What time does Father leave the house in the morning? 
__2. What does Mother do for Father when it is raining? 
 3. On what floor is Father’s office? 
__4. How does Father help Bob and Jane when he is home 
evenings? 
_5. When does Father play games with them? 
NUMBER RIGHT  
O» Nearly every family living in the city suburbs takes a 
vacation sometime during the summer. When the weather 
becomes warm, usually during July, Bob and Jane accompany 
their parents to the seaside. In order to reach their destina¬ 
tion on the shore, they are obliged to travel over a mountain 
range. If they begin their journey before sunrise the first 
day, they can see many impressive scenes in the mountains. 
The exciting but lengthy trip requires two full days. While 
at the beach Bob and Jane spend many blissful hours bathing 
in the surf and relaxing on the sunny sand. Summer vacations 
help Bob and Jane keep healthy. 
TIME Seconds 
 1. What does almost every city family do in summer? 
 2. What month do Bob and Jane usually go to the seashore 
with their parents? 
 3. What must they do to reach the shore? 
 4. How long is their trip? 
 5. How do summer vacations help Bob and Jane? 
NUMBER RIGHT  
ERROR RECORD Number 
Substitutions 
Mispronunciations 
Words pronounced by examiner 






ERRQR RECORD Number 
Substitutions 
Mispronunciations 
Words pronounced by examiner 







3. The name of the boy is Bob. 
The name of his sister is Jane. 
They live with their parents 
in a white house near the city. 
They are playing on the walk. 
The dog and cat are their pets. 
After Father has gone to work, 
the children will leave for school. 
TIME Seconds 
 1. What is the boy’s name? 
 2. What is his sister’s name? 
 8. Where is their house? 
 4. What are their pets? 
 5. When will the children leave for school? 
NUMBER RIGHT  
ERROR RECORD Number 
Substitutions 
Mispronunciations 
Words pronounced by examiner 






i • After their restful and refreshing vacation is over, Bob 
and Jane feel quite adequately prepared for school. When 
they return from their sojourn at the seashore, they are over¬ 
joyed to play with their pets once again. Their parents are 
delighted to see them tanned and healthy. School opens 
within a few weeks after they return home, and during August 
their mother helps them acquire the new clothing and equip¬ 
ment which they will need later. Each year the beginning of 
school in early September brings a stimulating program of 
very challenging studies. Bob’s favorite subject will un¬ 
doubtedly be sixth-grade science, while Jane, entering the 
fourth grade, will enjoy reading. In addition to schoolwork, 
both will take music lessons. Jane studies the violin, but 
Bob prefers the trumpet. 
TIME Seconds 
 1. What do Bob and Jane play with when they return from 
their vacation? 
 2. In what month does their mother help them buy their 
clothing and school equipment? 
_3. What grade will Bob be in? 
 4. What subject will Jane like? 
 6. What musical instrument does Bob play? 
NUMBER RIGHT  
Gilmore Oral Heading-A 
4* Mother waves good-by to Father each morning. She 
begins the housework soon after he leaves. Bob and Jane 
help her before they go to school. They dry the dishes and 
clean their own rooms. After Mother has finished the work 
indoors, she goes out to her pretty flower garden. She tends 
it nearly every day for about an hour. Mother does all her 
work with great care. 
TIME Seconds 
 1. What does Mother do as Father is leaving? 
 2. What does Mother do after Father has gone? 
 3. When do Bob and Jane help Mother? 
_4. Where does Mother go after she has finished the work 
indoors? 
 6. How long does she work in her garden each day? 
NUMBER RIGHT  
ERROR RECORD Number 
Substitutions 
Mispronunciations 
Words pronounced by examiner 






O. Mother and Father are proudly making ambitious plans 
for the future education of their children, Bob and Jane. 
They realize that several factors are going to play a part in 
the ultimate selection of their careers. First of all, the children 
must be physically and mentally equipped for the professions 
of their choice. The financial cost of the necessary training 
program must also be considered, while a third factor is the 
attitude of relatives and friends. Obviously, Bob and Jane 
are not yet able to make a final choice. Parents often enter¬ 
tain secret ambitions for their children, and Mother and Father 
hope that Bob and Jane will enter some branch of medicine. 
They visualize Bob in surgery; however, at present he is 
fascinated by aviation. Although Jane has always aspired 
to be a kindergarten teacher, her family thinks that she is 
ideally suited for the nursing profession. 
TIME Seconds 
 1. What are Mother and Father planning for? 
 2. What profession do they hope Bob and Jane will choose? 
 3. What branch of this profession would they like Bob to 
enter? 
 4. What interests Bob at the present time? 
 6. What has Jane always wanted to be? 
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V» Although Bob and Jane now think they will eventually 
comply with their parents’ wishes in choosing medicine as 
their profession, a recent school incident indicates that their 
interests may later turn more in the direction of an intensive 
study of the human mind. One day, while discussing with 
their science instructor the differences between human beings 
and animals, they discovered that human mentality differs 
chiefly from animal mentality in being essentially preoccupied 
with symbols. They realized, for the first time, that they 
themselves were employing symbols. They learned that a 
symbol is a sign or word which refers to something, such as an 
object, a person, or a concept, and that nearly all knowledge 
is a product of symbolic expression. They discovered that 
symbols are used in languages, mathematics, and music; 
and they learned that even the flag is a symbolic emblem of 
patriotism. Thus, Bob and Jane are beginning to realize that 
the mind of man, which deals pre-eminently with these sym¬ 
bols, is a significant study in itself. They recognize the truth 
inherent in the adage, “ The proper study of mankind is man.” 
TIME. Seconds 
 1. What study may later become of absorbing interest to 
Bob and Jane? 
  2. With whom were Bob and Jane talking when they were 
comparing human beings and animals? 
 3. How does the human mind differ from that of an animal? 
 4. What emblem signifies love of country? 
 5. What is the saying of which Bob and Jane now recognize 
the truth? 
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10. When Bob and Jane study psychology in college, they 
will further penetrate the intricacies of the human mind. 
Learning that the mind and the emotions are closely inter¬ 
related, they will discover that virtually all problems which 
cause disturbance to an individual are associated in some degree 
with his emotional life. A person’s “emotional adjustment” 
not only affects his own happiness and equilibrium, but also 
has a profound influence on his associates; thus it is axiomatic 
that emotions are a fundamental consideration in all human 
relationships. Psychology has proved conclusively that har¬ 
mony or discord among persons, far from occurring fortui¬ 
tously, can be explained by the same principle of cause and 
effect which operates in other fields of science. There appear 
to be two general causes of group tensions: the first is genetic 
in character; and the second, related to the cultural milieu in 
which we live. Scholars in various areas of study, among 
whom we find anthropologists, sociologists, and statisticians, 
have joined the psychologist in assiduous investigations in 
this complex field. The problems of human relations which 
confront our present-day society are both baffling and chal¬ 
lenging; as intelligent citizens we can and should contribute to 
their ultimate solution by trying conscientiously to understand 
our own behavior. Such injunctions as “ Don’t take yourself 
too seriously” have in the past been fashionable attempts at 
disposing of personal problems. However, they are little 
more than avoidance mechanisms which ignore the real causes 
of behavior; in light of current psychology they may in fact 
be considered anachronistic. 
TIME Seconds 
rr 
 I. In what college course will Bob and Jane study about 
the mind? 
 2. What factor affects the happiness of every individual? 
__3. According to modern psychology, what scientific principle 
explains relationships among people? 
 4. Name one field besides psychology in which scholars are 
studying the problems of human relations. 
 5. What can each individual do to help in the solution of 
these problems? 
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Same Boy Girl  
Teacher Grade^ School^  
City Countt State 
NUMERICAL CONCEPTS 
Directions? Read examples carefully. Place answer in blank spaces, , If you do not 
know theanswer, go to the next example. When you have worked all 
examples read over to check errors, 
1, 4 is how many less than 9?  
2, 11 ishow many more than 7 ? 
3, Which is more - one dozen or 10? ___________________ 
4« Which is less - 1 pint or 1 quart?  
5, What number comes after 11?  
6, What number cames before 19? 
7, How many nickles make one dime?  
3, How many nickles make a quarter?  
9,1 dollar equals how many quarters?  
10, A nibkle equals how many janftSlgÇf  
11» Jack lives 4 blocks* Jane lives 7 blocks, who li*'"' f-qrtherest? 
12, Baby slept 1 hour, Sally slept 3 hours. How much longer did Sally sleep? 
1310 equals how many fives? 
14*: How many inches are in 1 foot? 
15, Which iB more- 1 foot or 1 yard?  
16, What number comes between 21 and 23?  
17, Which is longer- a week or a month? 
18, Bob stayed at School from 9*o'clock until 12 o'clock. How many hours did Bob 
stay at school?  
19, We have 22 bpys and 8‘girls in air class. How mahy more boys are there than 
girls?  
20, Sally bought a top for 4£. How much change did she have left out of 10^? 
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